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ABSTRACT
The purpose of this study was to investigate the relation between organized
activity (OA) involvement, as measured by 10th/12th grade intensity and consistency of
involvement, and 12th grade Latino adolescent well-being, as measured by selfperceptions (i.e. locus of control & self-worth) and academic perceptions (i.e. educational
expectations & school belonging). Further, the moderating effects of primary home
language, sex, and family SES, on the relation between OA involvement and 12th grade
well-being were assessed. Finally, we examined a model of predictors of participation in
which 10th/12th grade individual factors (i.e. academic and self- perceptions) predicted
OA involvement in 12th grade, and whether these relations varied by sex.

xvi

CHAPTER ONE
PROMOTING POSITIVE CONTEXTS FOR A GROWING POPULATION
The number of Latinos in the United States has increased dramatically in the past
twenty years, making the Latino group one of the most influential minority groups in the
United States. Between 2000 and 2010, more than half of the growth in the total U.S.
population was due to an increase in the Latino population (Ennis, Rios-Vargas, &
Albert, 2011). The Latino population grew from 22.4 million in 1990, to 35.3 million in
2000 and 50.5 million in 2010, accounting for about 16 percent of the total population in
2010 (U.S. Census Bureau, 2012). Furthermore, the Latino population is young,
accounting for about 23 percent of youth ages 17 or younger, up from 17 percent in 2000
(Passel, Cohn, & Lopez, 2011). As the number of Latino adolescents in the United States
continues to rise, research focusing on their well-being has become ever more important.
Many Latino adolescents grow up in low-income neighborhoods, generally in urban areas
(Morales & Bonilla, 1993). For the first time, Latino children have surpassed White
children in terms of poverty rates (Contreras, 2012). Furthermore, the number of Latinos
who attend public schools doubled from 11 percent to 22 percent between 1989 and 2009
(Aud, Hussar, & Kena, 2011). Inner-city schools generally have fewer resources and are
limited in the funding they have (Broh, 2002). Growing up in a low-income, urban
environment can have an adverse effect on Latino adolescents’ well-being and put them
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at risk for negative familial, academic, and social risk outcomes (Catalano, Berglund,
Ryan, Lonczak, & Hawkins, 2004; Hill & Torres, 2010; Padilla, 1995; Rodriguez &
Morrobel, 2004).
A great deal of research focusing on these risk factors for the development of
Latino youth has emerged in the literature recently (Eamon, 2005; National Center for
Mental Health Promotion & Youth Violence Prevention, 2010; Perez, 1992). There is a
lack of research on protective factors that may counteract some of these negative
environmental influences for these adolescents (Rodriguez & Morrobel, 2004). In order
to move away from the deficit model that characterizes the literature on Latino
adolescents, the focus ought to be on the potential buffers of youth development among
this group. For example, the principles of positive youth development (PYD) focus on
providing adolescents opportunities to enhance their interests, skills, and abilities
(Larson, 2000). The goals of PYD are to promote positive relationships with peers,
emphasize youths’ strengths, provide opportunities to learn healthy behaviors, connect
youth with caring adults, empower youth to assume leadership roles in organized
activities, and challenge youth in ways that build their competence (National Conference
of State Legislatures, 2010). The focus for Latino adolescents should be placed on
contexts that not only prevent failure, but that foster success and resilience (Villarruel,
Montero-Sieburth, Dunbar, & Outley, 2005).
Theoretical Framework
It has been proposed that participation in one context in particular, organized
activities (OA), is beneficial to Latino adolescents’ positive youth development (Barber,
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Stone, & Eccles, 2010; Riggs, Bohnert, Guzmán & Davidson, 2010; Riggs & Greenberg,
2004; Yin, Katims, & Zapata, 1999). OAs are defined as activities that are not part of the
school curriculum, are structured, supervised by adults, and emphasize skill-building
(Mahoney, Larson, & Eccles, 2005). These activities are voluntary, set and maintain
developmentally appropriate rules and regulations, offer adult supervision and guidance,
and emphasize specific skill-building goals (Eccles, Barber, Stone & Hunt, 2003). OAs
can include school-based activities, such as sports and academic clubs, or communitybased activities, such as a church youth group or a community-based youth program.
Recent research has shown that participation in OA can be beneficial to youth in specific
areas of development. For example, involvement in OA has been shown to provide
adolescents with an alternative from participating in risky behaviors, and is positively
associated with well-being and higher academic functioning (Darling, 2005; Mahoney,
Larson, Eccles, & Lord, 2005; Rose-Krasnor, Busseri, Willoughby, & Chalmers, 2006).
Involvement in OA appears to be a protective factor for Latino adolescents that buffers
the risks associated with living in low-income communities and can in turn, help them
prosper and develop into healthy adults (Borden, Perkins, Villarruel, Carleton-Hug,
Stone, & Keith, 2006; Broh, 2002; Eccles & Gootman, 2002; Villarruel et al., 2005).
Although OA involvement is thought to be beneficial, recent literature notes the
importance of distinguishing between particular dimensions of OA participation (Barber,
Stone, & Eccles, 2010; Bohnert, Fredricks, & Randall, 2010; Simpkins, Little, & Weiss,
2004). Two of the most commonly assessed dimensions of participation include: (1)
intensity and (2) consistency. Intensity of involvement is typically defined as how
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frequently an adolescent participates in a specific activity or activity context (Bohnert et
al., 2010; Denault & Poulin, 2009). This gives an indication of the amount of time
adolescents have to take advantage of the full benefits of the activity context (Bohnert et
al., 2010). With higher levels of OA intensity, there are more opportunities for growth
and development, absorption of skills, increased socialization experiences, and fewer
opportunities for adolescents to partake in unsupervised and unstructured activities
(Bohnert et al., 2010).
Intensity of involvement has been linked to several outcomes; however results
have been mixed. More intense involvement has been associated with positive academic
outcomes, such as higher grades and higher reading achievement (Cooper, Valentine,
Nye, & Lindsay, 1999; Rose-Krasnor et al., 2006), higher school belonging and school
affect, as well as lower depressive symptoms (Fredricks & Eccles, 2005). In recent
studies, more intense OA involvement in high school was associated with better
educational, occupational, and civic outcomes in young adults (Gardner, Roth, & BrooksGunn, 2008; Mahoney & Vest, 2012). In contrast, it has been found that intensity of OA
involvement predicted changes in self-concept and work habits, but it was not related to
improvements in academic performance over time (Ripke, Huston, & Casey, 2006).
Consistent OA involvement is defined as the amount of time an adolescent has
been involved in an organized activity (Bohnert et al., 2010). The longer an adolescent
has been involved, the more time they have to develop their skills, strengthen identity
formation, and develop higher quality relationships with other adults and peers (Bohnert
et al., 2010). Studies have shown that being more consistently involved in OAs is

5

associated with more positive outcomes, such as higher grades, more positive attitudes
toward school, higher academic aspirations, psychological adjustment, and higher college
attendance rates (Darling, 2005; Fredricks & Eccles, 2006(b); Mahoney, Cairns, &
Farmer, 2003; Zaff, Moore, Papillo, & Williams, 2003). In addition, adolescents who
had consistent OA involvement for two years during high school showed better
educational and civic outcomes in young adulthood than those adolescents who were only
involved in OAs for one year during high school (Gardner et al., 2008). In sum, these
findings highlight the importance of capturing the different dimensions of involvement,
where each indicator of OA involvement plays a unique role in adolescents’
development.
OA involvement that takes place during non-school hours can act as a liaison
between school and community, as well as foster learning and citizenship for Latino
adolescents (Piha, 2010). Moreover, higher intensity of OA involvement could have a
positive effect on Latino adolescents’ developmental trajectory, as previously cited
research with other adolescent groups has shown. However, research findings from
studies that have looked at the relation between OA involvement and Latino youth
development have been inconsistent (Peguero, 2010), although several studies cite
positive effects. For example, Riggs (2006) found that children who had higher intensity
of OA involvement showed increased social competence and decreased behavioral
problems. In another study that examined the effects of OA involvement on Latino
youth, Riggs and colleagues (2010) found that adolescents who had higher levels of OA
intensity showed increased self-worth over time. Although it appears that different
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dimensions may have varying effects on Latino adolescent well-being, very few studies
have examined multiple dimensions of OA involvement.
Examining contexts such as OAs, that promote positive outcomes and allow
Latino adolescents to develop is crucial during this time when the population of young
Latinos has increased so rapidly. OAs can be places where Latino adolescents have the
ability to explore their culture, their history, and expand their knowledge through
interactions with adults and peers with whom they can identify (Piha, 2010). As
mentioned previously, the number of students that are of Latino descent in the United
States has increased in the past 20 years (Passel et al., 2011). However, these increased
population trends have not been accompanied by increasing trends in educational success
or well-being. Only about 13 percent of Latinos have Bachelor’s degrees and less than 4
percent hold professional degrees (The White House, n.d). In 2010, President Obama
renewed the White House Initiative on Educational Excellence for Hispanics,
demonstrating strong support for the critical role Latinos play in the nation’s prosperity
(The White House, 2010). Raising Latino achievement is now seen as an imperative task
that requires expanding educational opportunities for Latino adolescents, including inschool and after-school programming (Maxwell, 2012). The limited and inconsistent
findings in the research examining the relation between Latino OA involvement and wellbeing in conjunction with the growing population of Latino adolescents underscores the
importance of finding contexts where their well-being can flourish and they have
opportunities to become successful members of society. This study sought to contribute
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to the lack of research that explores if OA involvement in Latino adolescents influences
well-being (Simpkins, Delgado, Price, Quach, & Starbuck, 2013).
Purpose
The present study aims to expand the literature that examines the influence of OA
involvement on Latino youth. As shown in Figure 1, the first main goal of this study is to
examine how OA involvement (i.e. intensity and consistency) affects two types of wellbeing in 12th grade: (1) self-perceptions (i.e. locus of control, self-worth), and (2)
academic perceptions (i.e. educational expectations and school belonging), controlling for
prior levels of well-being. We are further interested in examining if primary home
language, sex, and family socioeconomic status (SES) moderate the relation between
Latino adolescents’ OA involvement and their well-being (see Figure 1). The second
main goal of this study is to examine Latino adolescents’ well-being (i.e. self- and
academic perceptions) as a predictor of 12th grade OA involvement, controlling for prior
involvement and family factors (i.e. family SES, number of siblings, and primary home
language), and further examining if these relations vary by sex (see Figure 2).
The literature suggests that participation in OA is beneficial to most youth,
although several factors have to be taken into account (i.e. participation rates, type of
activity, etc.). To date, only a limited amount of research has focused on how OA
participation affects Latino adolescents over time. The present study seeks to make
important contributions in the literature regarding Latino adolescent OA involvement
using restricted-use secondary data originally collected by the National Center for
Education Statistics (NCES).
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The following sections will review the literature regarding each type of wellbeing (i.e., self-perceptions and academic perceptions) addressed in this study, along with
the relevant reviews of how involvement in OA influences each of these aspects of
adolescent development, specifically that of Latinos. The next sections will then consider
the literature relevant for moderators (i.e., primary home language, sex, and family
socioeconomic status) of the relation between OA involvement and self-perceptions and
academic perceptions for Latino adolescents. Finally, research that has examined how
prior involvement in OA, individual factors, (i.e. self- and academic perceptions) is
predictive of OA involvement in Latino adolescents will be reviewed, and the potential
moderating effects of sex in this relation.

CHAPTER TWO
ORGANIZED ACTIVITY INVOLVEMENT AND LATINO ADOLESCENT
WELL-BEING
The present study will examine two larger questions: 1) how organized activity
involvement, as measured by intensity and consistency affects Latino adolescent
outcomes, particularly self-perceptions and academic perceptions and 2) how adolescent
well-being, as measured by self-perceptions and academic perceptions, contributes to
Latino adolescents’ involvement in OA. Self-perceptions will be defined in this study as
an individuals’ locus of control and self-worth. Academic perceptions will be defined as
an adolescents’ educational expectations and school belonging. The next sections will
review the literature that has examined these outcomes and the importance of each to the
development of Latino adolescents.
OA Involvement as a Predictor of Well-Being
Self-Perceptions: Self-Worth
Self-worth is defined as “the totality of an individual’s cognitive thoughts and
affective emotions regarding the self, including social identity elements derived in part
from processes of reflected appraisal” (Rosenberg, Schooler, & Schoenbach, 1989, p.
44). Higher levels of self-worth can act as a protective factor for adolescents at risk for
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negative developmental outcomes (Dumont & Provost, 1999) such as decreasing the
likelihood that youth will engage in problem behaviors (Moran & DuBois, 2002). Selfconcept has been considered a multidimensional concept that encompasses descriptive
and evaluative components of the self (Marsh, 1993). Self-worth is one of the more
global components of self-concept (O’Mara, Marsh, Crave, & Debus, 2006). Other more
specific components of self-concept are physical, social, and academic self-concept.
Although recent research has found that measuring the specific components of selfconcept associated with the goals of the research is important (see O’Mara et al., 2006), it
is valuable to investigate the global, overarching concept of self-worth (Marsh, 1993),
especially since not a great deal of that research has focused on Latino adolescents.
Organized activity involvement. In general, there is evidence that participation
in OA has positive effects on self-worth (Blomfield & Barber, 2011; Gadbois & Bawker,
2007). Erkut & Tracy (2002) found that involvement in OA was positively related to
self-worth for African Americans and Whites, even after controlling for grade in school,
other non-sports OAs, mother’s education, and academic success. Consistent with this
study, a meta-analysis of 73 after-school programs found that participation in these
programs significantly increased adolescents’ self-worth and self-confidence (Durlak &
Weissberg, 2007). Further, in a study of 1,054 Australian adolescents, Blomfield and
Barber (2011) found that positive developmental experiences in OAs, such as experiences
of identity exploration and reflection, experiences of success, and experiences of goal
setting predicted a more positive general self-worth, and a more positive academic and
social self-concept. This study, however, was cross-sectional and only measured whether
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or not students participated in an OAs, not accounting for different dimensions of
participation such as intensity or consistency.
Although these studies cite the positive impacts of OA involvement on self-worth,
other studies have not found such an impact. In a study by Fredricks and Eccles (2006b),
participation in one OA in particular, sports, was predictive of higher self-worth.
However, participation in other OAs, like prosocial activities or high school clubs, was
not found to be predictive of self-worth. Other studies have found negative effects or no
effect of OA involvement, especially for adolescents who participate in sports (Rees &
Howell, 1990; Schmidt & Padilla, 2003).
Latinos and organized activity involvement. To our knowledge, only two
studies have examined how involvement in OA impacts Latino adolescents’ self-worth.
In a longitudinal study that specifically examined the relation between participation in an
OA and self-worth among Latino adolescents, it was found that more intense OA
participation was associated with higher levels of self-worth (Riggs et al., 2010), even
after controlling for prior levels of self-worth. That is, adolescents who participated in
the organized activity more hours per week showed increased levels of self-worth after
eight weeks of participation. Another study found that among a group of Latino
adolescents, those who participated in school sports showed higher levels of self-worth
than those who did not (Erkut & Tracy, 2002).
Self-Perceptions: Locus of Control
The concept of locus of control is one first studied in the 1950’s and 60’s (Rotter,
1966). Researchers have defined locus of control as how a person perceives his or her
capacity to influence and predict some aspect of their environment (Perry, 1991). Locus
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of control is important during adolescence, particularly because it can set the stage for an
individual’s desire to work hard and believe in her ability to control her outcomes (i.e.
internal locus of control) versus setting the stage for an individual’s belief that what
happens to her, good or bad, is due to luck or external forces (i.e. external locus of
control).
Recent research has focused more on the perceived control of older adolescents;
particularly, college students’ perceived control on their environment in the transition
from high school to college (Perry, 1991; Stupnisky, Renaud, Perry, Ruthig, Haynes, &
Clinton, 2007). In a qualitative study of undergraduate and graduate Latino students,
Cavazos and colleagues (Cavazos, Johnson, Fielding, Cavazos, Castro, & Vela, 2010)
interviewed students about their development of resiliency. Cavazos and his colleagues
list one of the major components of resiliency as having an internal locus of control,
believing that hard work is important and that individual actions influence one’s goals. In
this study, they found that none of the 11 students interviewed who were enrolled in an
undergraduate or graduate program, reported statements attributing their success to
external locus of control, such as good luck or outside forces. That is, these successful
Latino adolescents attributed their success to their own skills and work. Another study
by Sciarra and Whitson (2007) found that students with a more internal locus of control
were three times more likely to complete a bachelor’s degree compared to students with a
more external locus of control. Results from these studies suggests that although the later
adolescent years are an important time for all adolescents transitioning to college, it is
also important to investigate how younger Latino adolescents experience locus of control,
especially since there is evidence of a link between individuals that have internal locus of
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control and greater educational success (Findley & Cooper, 1983; Stevens, Hamman, &
Olivarez, 2007).
Organized activity involvement. A few studies have found that participation in
OA is related to endorsing a more internal locus of control (Fejgin, 1994; Melnick,
Vanfossen, & Sabo, 1988). For example, after controlling for 8th &10th grade outcomes
and several demographic factors, Marsh & Kleitman (2002) found that higher intensity of
involvement in OA (i.e., sports) was associated with an internal locus of control. In a
longitudinal study with a nationally representative sample, Marsh (1992) found a
curvilinear relation between intensity of OA involvement and locus of control, where
adolescents with low to moderate OA involvement showed more internal levels of locus
of control, but there was a slightly negative relation for adolescents with high levels of
involvement. Another longitudinal study showed that consistent OA involvement in
sports was also related to a more internal locus of control (Broh, 2002).
Latinos and organized activity involvement. The research studies cited above
provide evidence that involvement in OA may assist in the development of an internal
locus of control. To our knowledge, there has not been much research examining the
relation between organized activity participation and locus of control in Latino
adolescents. Having an internal locus of control gives adolescents a sense that they are
“in charge” of their own lives, allowing them the opportunity to make connections with
adults, to make decisions on their own, to feel supported by their peers and other adults,
and to seek resources when in need of help.
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Academic Perceptions: Educational Expectations
Educational expectations reflect adolescents’ perceptions of their specific future
academic success, from finishing high school to obtaining professional training in college
or trade school and beyond. An individuals’ sense of educational expectations appears to
develop in childhood. In a study of children from low SES backgrounds in grades 2-5, it
was found that children’s academic achievement was linked to their educational
expectations (Do & Mancillas, 2006). That is, high-achieving children had higher
educational expectations than low-achieving children.
Educational expectations can influence the decisions, choices and activities in an
adolescents’ life that can impact his or her future, especially among Latino adolescents
(Okagaki, 2001). An adolescent who expects to obtain a college degree is more likely to
do so. For example, in a longitudinal sample of White adolescents living in rural areas in
7th, 8th, and 9th grade, it was found that educational expectations predicted adult
educational attainment eight years later (Beal & Crockett, 2010). In another longitudinal
sample of over 1,500 low-income, minority children in Chicago, students’ expectations to
attend college, measured in 4th grade and again in 10th grade, predicted years of
completed education, high school completion, and high school graduation (Ou &
Reynolds, 2008). Although Ou & Reynolds (2008) focus on adolescents who live in an
environment with high levels of risk, as do many Latino adolescents, over 90% of the
sample was African American.
Research suggests that Latinos have lower expectations of completing their
education and receiving a bachelor’s degree or higher, and several reports show that only
between 28 and 48% of older Latino adolescents expected to go on to college or post-
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secondary education (Lopez, 2009; Kohler & Lazarin, 2007). In a recent study, Latino
adolescents and their parents were interviewed about educational expectations, and
findings suggested that Latino adolescents had low educational expectations for
themselves (Behnke, Piercy, & Diversi, 2004). Other studies have found that Latinos
have the lowest educational expectations among adolescents of different ethnic groups
(Bloomberg, Ganey, Alba, Quintero, & Alcantara, 2003; Mau & Bikos, 2000). In a
cross-sectional study of 186 Mexican American adolescents, perceived educational
barriers significantly predicted students’ educational aspirations above and beyond the
influence of generational level, sex, and parents’ education level (Ojeda & Flores, 2008).
Organized activity involvement. In general, organized activity participation has
been shown to positively impact adolescent’s academic well-being (Chhin, 2006; Riggs,
2006; Riggs & Greenberg, 2004). The educational expectations of an adolescent play an
important role by motivating them to do well in school. Several cross-sectional and
longitudinal studies have shown positive effects of OA involvement, such that
adolescents who spend more time in OA (i.e. intensity) and are involved in more
activities (i.e. breadth) have higher educational expectations, even after controlling for
baseline expectations (Busseri, Willoughby, Chalmers, & Bogaert, 2006; Darling, 2005;
Fredricks & Eccles, 2006 (a); Rose-Krasnor et al., 2006). Mahoney and colleagues
tracked OA involvement from 4th to 12th grade and found that consistent involvement in
OA across the adolescent years was positively linked to higher educational expectations
in late adolescence and to educational status in young adulthood (Mahoney et al., 2003).
However, this study used dichotomous measures of participation, not capturing intensity
or consistency. Despite this limitation, this study demonstrates the impact of OA
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involvement on both adolescents’ present (i.e. educational expectations) as well as their
long-term (i.e. educational status) success.
Latinos and organized activity involvement. To our knowledge, there is a
limited amount of research that has explored the impact of OA involvement on the
educational expectations of Latino adolescents. Chhin (2006) conducted a study of 150
Latino adolescents in 10th and 11th grade to examine the relation between OA
involvement and educational expectations. Involvement in OA was significantly
correlated to future educational expectations. However, this relation was no longer
significant after controlling for acculturation, enculturation, and parental support. Further
research is necessary to determine what effects OA involvement has on the educational
expectations of Latino adolescents.
Academic Perceptions: School Belonging
Another important indicator of academic well-being is school belonging. School
belonging is an adolescent’s sense of being a part of school, including being proud of
school, feeling respected, being able to talk to teachers, and their perceptions of staff
interest in them (Voelkl, 1996). It has been found to be important that adolescents
succeed not only in a traditional academic sense (i.e. grades, GPA), but that they also
experience a sense of belonging in their school and among their peers (Chhin, 2006).
Adolescents who do not feel like they belong in their school may show negative school
behaviors, possibly withdrawing from school (Voelkl, 1996). On the contrary,
adolescents who have a higher sense of school belonging are more likely to show more
interest in school, higher expectations of success, and less anxiety (Osterman, 2000).
These feelings of school belonging have been linked to better academic performance and
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greater involvement in school activities, leading to more positive outcomes (Barber et al.,
2010; Libbey, 2004).
A positive sense of school belonging can provide support for the academic
success of Latino adolescents. Having a sense of belonging in high school may serve as a
protective factor that can lead youth to staying in high school, graduating, and perhaps
attending college. In a longitudinal study of 3,761 adolescents, Darling (2005) found that
Latinos reported poorer attitudes toward school than European Americans. Further, in a
survey of more than 500 Latino adolescents, about a third of them stated that not feeling
like a part of the school was one of the main reasons that Latino students dropped out of
high school (Behnke, Gonzalez, & Cox, 2010).
Not only does having a sense of belonging help Latino adolescents stay in school,
but it has also been associated with positive outcomes. For example, in a study of Latino
adolescents in an urban high school, sense of belonging was associated with positive
academic outcomes, such as non-absenteeism, expectancies for success and intrinsic
value of English, and academic effort (Sanchez, Colon, & Esparza, 2005). Gonzalez and
Padilla (1997) found that for a group of Mexican American adolescents, sense of school
belonging was the only significant predictor of academic performance, despite
controlling for other variables, such as supportive academic environment and cultural
loyalty. Research has also shown that low-income Latino adolescents who succeed in
school appear to have established connections within the school, feel guided and seek
assistance from their peers and adults when they need it (Conchas, 2001; Sanchez et al.,
2005).
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Organized activity involvement. Involvement in OA provides adolescents with
an opportunity to create a positive connection to school, which in turn has been proposed
to enhance school belonging (Mahoney et al., 2005: Mahoney & Cairns, 1997). Eccles
and colleagues confirmed that when measuring adolescent perceptions of school
belonging, adolescents involved in OA fared better than those adolescents who had not
participated in any activities, even after controlling for social class, sex, and intellectual
aptitude (Eccles, Barber, Stone, & Hunt, 2003).
Latinos and organized activity involvement. Few studies have examined the
impact of OA on school belonging among Latino adolescents who may be at risk for poor
academic outcomes (Diaz, 2005; Davalos, Chavez & Guardiola, 1999; Prelow & Loukas,
2003). A study by McHale and colleagues examined the link between free time activities
and adjustment among a sample of Mexican American adolescents (McHale, Updegraff,
Kim, & Cansler, 2009). Adolescents who spent more time in academic activities reported
less risky behavior while those who spent more time in unsupervised activities, such as
hanging out, reported more depressive symptoms and risky behavior. In a study by
Behnke and colleagues (2010), about a third of Latino adolescents suggested participation
in OA, in the form of tutoring or mentoring, was a way of preventing students from
dropping out of high school. Further, almost half of the adolescents indicated that
involvement in OA was a way to help Latino adolescents succeed. A recent study
examined the relation between Latino adolescents’ OA involvement and locus of control
through qualitative in-depth interviews with nineteen 12th graders (Farrell, 2008). It was
found that for these Latino adolescents, OA involvement helped them create an internal
culture with other members of the OAs and helped these students identify with their
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cultures, forming a positive sense of belonging to school. Despite the findings in these
studies, the lack of research in this area points to the importance of understanding links
between OA involvement and school belonging among Latino adolescents.
Moderators of the Relation between OA Involvement and Well-Being
Previous literature indicates that involvement in OA is beneficial to most youth.
However, research has not accounted for the potentially unique effects of several factors
that may be particularly relevant to Latino adolescents. In particular, factors such as
primary home language, sex, and family SES may contribute uniquely to the relation
between OA involvement and well-being (see Figure 1).
Primary Home Language. It has been shown that immigrant students, who may
not speak English in their homes, are more likely to drop out or be less interested in
school because of language barriers (Valladares & Ramos, 2011). Another study found,
however, that students who came from homes where another language (i.e. Spanish) was
the predominant language were more likely to complete a bachelor’s degree compared to
students who spoke mainly English (Sciarra & Whitson, 2007). Not a great deal of
research has investigated how a Latino adolescents’ home language affects the link
between involvement in OA and well-being. It is possible that youth who only speak
Spanish at home benefit more from participation in OA because it can facilitate the
adjustment between their home culture and the mainstream culture, particularly due to
their relationships with other youth and with OA leaders. Research in this area is scarce
and the present study seeks to expand the knowledge of how home language influences
the development of Latino youth.
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Sex. There have been mixed findings in regards to differences in sex when
examining the effect of involvement in OA on youth outcomes. In a study of White
adolescents, researchers found that differences did not exist between the rates of
participation among boys and girls (Gadbois & Bawker, 2007). Nonetheless, examining
how sex may play a role in the relation between OA involvement and well-being among
Latino adolescents is important, especially because of the strong presence of sex roles
among Latino families. Generally, girls in Latino families contribute to a greater extent
to the household, assisting with chores and caring for younger siblings, while boys may
be allowed to participate in activities outside the home (Simpkins et al., 2011;
Valenzuela, 1999). Unlike the findings of studies among White adolescents (Gadbois &
Bawker, 2007), the presence of these sex roles may result in lower rates of participation
in OA among Latino girls (Kuperminc, Blatt, Shahar, Henrich & Leadbeater, 2004;
Simpkins et al., 2011; Valenzuela, 1999). Latina girls may not have the ability to
participate as much as their male counterparts. When they participate, girls can be
exposed to a greater variety of positive experiences that may benefit their development
(Blomfield & Barber, 2011).
Several studies have shown sex differences in self-worth among Latinos.
(Michaels, Barr, Roosa, & Knight, 2007; Twenge & Crocker, 2002). In one study, Latina
girls were more likely to report higher levels of self-worth, although this effect was not
seen for boys (Birndorf, Ryan, Auinger, & Aten, 2005). The authors recognize that this
finding is not consistent with the literature that generally documents higher levels of selfworth among boys than girls, although they propose that perhaps there is a recent trend of
increasing self-worth for Latinos in recent years.
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In addition to main effects, sex also appears to moderate the relation between
participation and self-worth. For example, Erkut and Tracy (2002) found that sex
moderated the relation between participation in OA and self-worth, such that Mexican
and Puerto Rican girls showed higher levels of self-worth than Mexican and Puerto Rican
boys.
Family Socioeconomic Status (SES). It has been found that adolescents from
more affluent families have more resources and more activities available to them than
adolescents from low-income families (Randall & Bohnert, 2009; Simpkins, Ripke,
Huston, & Eccles, 2005; Wimer, Simpkins, Dearing, Bouffard, Caronongan & Weiss,
2008). More specifically, low SES adolescents spend more time in informal and
unstructured activities, while higher SES adolescents are more likely to be enrolled in
organized and structured activities (Simpkins et al., 2005; Valladares & Ramos, 2011).
Adolescents in low SES families usually have more responsibility to contribute to the
home, either by working a part-time job or sharing caregiver duties with the adults in the
home (Simpkins et al., 2005). When adolescents were asked to rank reasons why they
believe other adolescents do not participate in OA, lack of money or transportation was
ranked as one of the main reasons among Latino youth (Borden et al., 2006).
It has been found Latino adolescents from higher SES levels participate more than
Latino adolescents from lower SES levels (McHale, Updegraff, Kim, & Cansler, 2009;
Peguero, 2010). In a study using data from the Educational Longitudinal Study of 2002,
Peguero found that as family SES increased, participation in OA (i.e. classroom-related
OA, school clubs, and sports) increased among Latino adolescents (2002). Similarly, it
was found that higher SES among Latino adolescents of Mexican-American descent
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predicted more involvement in OA, as measured by religious and academic activities
(McHale et al., 2009). Another study, however, found that family resources, as measured
by parent education and parent occupation, were not predictive of OA involvement
(Simpkins, O’Donnell, Delgado, & Becnel, 2011). This study did not account for family
income, limiting the capacity to predict OA involvement from family SES.
Some research has found that adolescents from lower SES levels benefit more
from involvement in OA (Mahoney, 2000; Marsh, 1992; & Marsh & Kleitman, 2002).
For example, in a study of 152 diverse adolescents from an urban high school, it was
found that adolescents from low-income families who participated in OA reported lower
levels of loneliness than those from higher-income families (Randall & Bohnert, 2009).
A study of Australian youth examined SES as a moderator of the relation between OA
involvement (i.e. measured by the developmental experiences of adolescents) and
academic self-concept (Blomfield & Barber, 2011). It was found that SES was a
significant moderator, such that the link between positive developmental experiences in
OA and well-being was stronger for youth from low SES backgrounds. That is, as the
school SES of adolescents decreased, the link between participation in OA and academic
self-concept increased. It is believed that the moderating effect of SES found in these
studies applies to the relation between Latino adolescents’ participation in OA and wellbeing.
Predictors of Organized Activity Involvement among Latino Adolescents
Previous literature has examined how several factors predict OA involvement
among adolescents, including demographic, individual, and family factors (Bohnert et al.,
2010). Adolescents who have higher levels of self-worth may also participate more in
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OA. For example, in a study of 145 adolescents, it was found that adolescents with
higher levels of self-worth were more involved in OA than those who had lower levels of
self-worth (Bohnert, Martin, & Garber, 2007). As the authors indicate, it may be that
those adolescents with higher levels of self-worth expect to gain more positive rewards
from their experiences in the OA. Knowing about the various types of activities, along
with the contextual factors that affect OA involvement will give a more holistic view of
participation among Latino adolescents and allow us to create a profile for Latino
adolescents’ OA involvement. Using self and academic perceptions, we will investigate
to what extent these factors predict involvement in OA among Latino adolescents.
Latino adolescents are underrepresented in their rates of involvement in OA
(Darling, 2005; Davalos et al., 1999 (Simpkins et al., 2007); Feldman & Matjasko, 2007;
Pedersen & Seidman, 2005). In a study that assessed rates of involvement among
adolescents, only 60% of Latino adolescents between the ages of 12 and 17 participated
in at least one organized activity, while 81% of White adolescents and 72% of African
American adolescents were involved in at least one OA (Theokas & Bloch, 2006). One
factor that influences the lower rates or participation is the lack of availability of OAs in
the communities in which Latinos live (Flores-Gonzalez, 2002; Gardner et al., 2008;
Mahoney, Larson & Eccles, 2005; Pedersen & Seidman, 2005; Valenzuela, 1999).
Although this disparity is important to acknowledge, we will not be examining this factor
in our study.
There have been a few studies that have examined the profiles of Latino
adolescents who are involved in OA. In one of these studies, Peguero (2010) examined
variables, such as immigrant related characteristics, student, and school characteristics,
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and their association to Latino adolescents’ involvement in OA. Geographic
characteristics as well as immigration status and proficiency in English were the most
important factors in determining participation among Latino adolescents. More
specifically, first-generation and non-native English speaking adolescents were less likely
to participate in OA. This study, however, was not longitudinal, therefore limiting the
conclusions that can be drawn. Another study conducted by Simpkins and colleagues
examined factors that may be linked to Latino adolescent OA involvement (Simpkins et
al., 2011). Surprisingly, it was found that Latino adolescents who were born in a foreign
country were more likely to participate in OA than adolescents born in the United States,
which the authors attribute to levels of acculturation. They also found that although
family resources (i.e. parent occupation, parent education, and number of parents in
household) did not predict OA involvement, markers of cultural orientation (i.e.
adolescents’ birthplace and friends’ birthplace and ethnicity) did predict involvement in
OA. Further, the nativity and ethnicity of these adolescents’ friends predicted
involvement, such that adolescents who had more non-Latino friends were more likely to
be involved in OA, whereas adolescents who had more co-ethnic and foreign-born
friends were less likely to be involved in OA. Both of these studies highlight the
importance of taking into account factors related to the individual, as well as
environmental factors, when examining predictors of involvement in Latino adolescents.
We believe that individual factors, specifically self-perceptions and academic
perceptions, will be important in determining who becomes involved in OA, after
controlling for family SES, number of siblings, and primary home language. Adolescents
who have lower levels of academic perceptions and self-perceptions may not be as likely
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to participate in OA (Bohnert et al., 2007; Cabrera & Rodriguez, 2011; Wimer et al.,
2008). For example, in a study of 7,416 Latino adolescents, it was found that Latino
students who had higher educational expectations (i.e. graduating high school and
planning on attending some type of post-secondary education) were more likely to be
involved in OA (Cabrera & Rodriguez, 2011). Children who do not do well academically
may not be “rewarded” by their parents and schools/programs as often and may not be
allowed to join OA. Further, OA may have grade requirements, wherein only those
adolescents who do well academically can participate (Wimer et al., 2008). Latino
adolescents, already at risk for doing poorly academically, may not be able to participate
as a result. It has also been shown that Latino students who have a strong sense of school
belonging tend to participate in more OA (Cabrera & Rodriguez, 2011; Voelkl, 2006).
OA involvement may provide a particularly important buffer for Latina young
girls. Past research has shown mixed results when examining if sex moderates the
relation between OA involvement and well-being (Eccles & Barber, 1999; Fredricks &
Eccles, 2006; Mello & Worrell, 2008). In a study of adolescents from Trinidad and
Tobago, Mello & Worrell (2008) found that boys who were less involved in OAs
reported lower perceived life chances than females who were more involved in OAs, but
they also reported lower perceived life chances than boys who were more involved.
Another study by Eccles and Barber (1999) revealed that males who were involved in
school clubs were less likely to use alcohol or marijuana than females who were not
involved in school clubs. Given the possible differential impacts of OA involvement for
young boys and girls and the potential buffer effect of OA involvement particularly on
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Latino adolescents, we expect that sex will moderate the relation between self- and
academic perceptions and OA involvement.
To summarize, this study seeks to further knowledge about the effects of OA
participation on the well-being of Latino adolescents. Faced with challenges and
obstacles living in low-income neighborhoods, the prospects of Latino youth need to be
improved in order to assist the positive development of this group of adolescents. We
seek to investigate the effect of OA participation on the academic perceptions as well as
the self-perceptions of Latino youth, examining if sex, family SES, and home language
moderate these relations. This study also aims to examine the profiles of those Latino
youth who participate in OA, in order to provide a more comprehensive picture of what
facilitates participation among Latino adolescents.
Hypotheses
Using a nationally representative longitudinal sample of Latino adolescents from
the National Education Longitudinal Study (NELS), we will test several hypotheses:
(a) involvement in OA (10th/12th grade), as measured both by intensity and consistency,
will positively influence self-perceptions in 12th grade, such that increased intensity and
consistency of involvement will predict more positive self-perceptions (i.e. higher levels
of self-worth and more internal locus of control), after controlling for 10th grade levels of
self-perceptions; (b) involvement in OA (10th /12th grade), as measured both by intensity
and consistency, will positively influence academic perceptions in 12th grade, such that
increased intensity and consistency will predict more positive academic perceptions (i.e.
higher educational expectations and higher sense of school belonging), after controlling
for 10th grade levels of academic perceptions; (c) the effects of participation on well-

27

being will be moderated by several factors, including home language, sex, and family
SES. Latino adolescents who report non-English as the home language will benefit more
from higher OA involvement (10th/12th grade), such that they will show higher gains in
academic perceptions and self-perceptions in 12th grade than Latino adolescents who
report English as their home language. Latino girls will benefit more from higher OA
involvement (10th /12th grade), such that they will have higher academic perceptions and
self-perceptions in 12th grade than Latino boys. Latino adolescents in lower SES levels
will benefit more from OA involvement (10th/12th grade), such that Latino adolescents
from lower family SES levels with higher OA involvement will show greater increases in
academic perceptions and self-perceptions in 12th grade than Latino adolescents with
higher family SES levels; (d) better adolescent well-being (10th/12th grade self- and
academic perceptions) will predict higher OA involvement in 12th grade; and (e) females
with better well-being will show higher levels of OA involvement.

CHAPTER THREE
METHOD
The first part of this chapter includes an overview of the NELS:88 dataset.
Second, the methodology utilized in this study, including the procedure, details about the
student and school samples, and a discussion of non-bias analyses conducted to compare
participants to non-participants will be described. Next, we include a description of the
measures from the original NELS:88 study and the composite measures included in this
project. Finally, we outline the strategy used to analyze the data.
NELS:88 Dataset
In this study, we utilized data from the National Education Longitudinal Study:88
(NELS:88), conducted by the National Center for Educational Statistics (NCES). The
aim of the NELS:88 is “to study educational, vocational, and personal development of
students at various grade levels and personal, familial, social, institutional, and cultural
factors that may affect their development” (Curtin, Ingels, Wu, & Heuer, 2002, p.2). The
NELS:88 data was collected from a nationally representative sample of 8th grade students
who were first surveyed in the spring of 1988, and then surveyed again when they were
in 10th grade, 12th grade, 2 years post-high school, and 8 years post-high school.
Using a two-stage stratified sample design (i.e. students & schools), the NELS:88
is comprised of data from students in 1,050 public, private, and parochial schools all over
the country. The total 8th grade sample included 24,600 students with each of the
28
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participating schools being represented by approximately 20 students. Student data was
collected in the form of surveys and interviews. Surveys included items about students’
background, schoolwork, aspirations, social relationships, school and home environment
information, information about organized activity participation, and student information
about current jobs, goals and aspirations, as well as cognitive tests. Additional students
were added at each of the subsequent time points to refresh the original sample, although
information from those students was not included in this study. Supplementary data was
collected from parents, teachers, and school administrators, although only a limited
amount of that data was used in this study.
The goal of this study was to examine the relations between OA involvement and
adolescent well-being, particularly for Latino adolescents. Therefore, the current study
included a much smaller student sample than the original NELS:88 sample. The final
analytic sample consisted of 660 students from 120 schools. The selection procedures for
this study are described in more detail below.
Methodology
Procedure
For the purposes of this study, only students who had data available for the first
three time points of the NELS:88 study, who self-identified as Latino, who did not have
missing data on any of the variables used in this study, and who belonged to schools with
data for more than three students per school, were considered for this study. Adolescents
who dropped out of high school or moved to a non-participating high school between 10th
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and 12th grade were not included in this sample because they lacked data on OA
participation.
Sample Selection
We used a stepwise method in order to select the students who would be part of
the analyses for this study. After selecting the variables that would be used from the
restricted-use file, the dataset was reviewed for adolescents who had data for three time
points of the NELS:88 from 1988 to 1992, completing surveys in the base year (8th
grade), and again in the first (10th grade) and second (12th grade) follow-ups (N= 16,490).
Second, adolescents who reported their race/ethnicity, self-identifying as Hispanic/Latino
in the base year (8th grade) were selected to be part of this sample (N=2,020). The next
step was to eliminate students who were on a non-traditional track (i.e. graduated early)
or who were not in 12th grade during the 12th grade data collection time point (N=1,530).
For hierarchical linear modeling purposes, we eliminated students from our dataset who
belonged to schools that had data for less than 3 students per school (N=1,050). In order
to be able to compare models during our analysis stage, we eliminated students from the
sample that had any missing data on the variables included in this study1 (N=720). After
eliminating students who had missing data on the variables, it was possible to have lost
students at each school, so we again eliminated students from the dataset who belonged
to schools with less than 3 students per school, to obtain our final analytic sample of 660
adolescents.

1

See Descriptive Statistics for All Study Variables, Table 3 in Chapter 4 for a full list of variables included
in this study.
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Analytic Sample
The sample for this study included 660 adolescents who self-identified as Latino
from 120 schools, indicating that there were adolescents who were students in the same
high schools.
Adolescent (Student) Sample
The majority of youth in the analytic sample were female (56%) and of Mexican
descent (73% Mexican, 6% Puerto Rican, 5% Cuban, 15% other), and most came from
non-English only or non-English dominant households (54% non-English only or nonEnglish dominant). The average adolescents’ family consisted of 5 members, with an
average family income between $20,000 and $24,999. The median family income for a
four-person family in the United States in 1992 was about $44,000 (U.S. Census Bureau,
2005). About 56% of adolescents belonged to a family who lived with a mother and a
father and about 87% of students had at least one parent who was currently working.
About 72% of adolescents’ parents had less than a college degree, 6% had a college
degree, and about 6% had more than a college degree.
To determine whether excluding cases with missing data introduced bias, we
compared our analytic student sample to all eligible Latino adolescents who had data
from all time points and belonged to schools who were eligible for the present study (N=
1,050) on several demographic characteristics. The results from the analytic sample did
not differ from the full sample in terms of Latino subgroup, family structure, or family
size. Youth included in the analytic sample were more likely to be female than were
excluded youth (56%analytic sample vs. 45%full sample), !2 (1, N=1,050) = 12.27, p < .01. The
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youth in the analytic sample (M=8.78, SD=2.61) also belonged to families with
significantly higher incomes than excluded youth (M=8.21, SD=2.61), t (922) = -3.19, p
< .01).
School Sample
The sample of schools was restricted to schools with non-missing data on all
school-level variables used in the study and those with at least 3 students from each
school. The final school sample included 120 high schools: 51% were in urban areas,
19% in rural areas, and 30% in suburban areas. The mean percentage of Latino
adolescents at the schools (school Latino population) was 47.8% and the mean
percentage of adolescents who qualified for free/reduced lunch (school SES) was 31.7%.
The student samples per school ranged from 3 to 16 students.
Diagnostics
Multicollinearity diagnostics were conducted in order to test for variance inflation
of estimated parameters with non-normal data (Park, 2008). The multicollinearity
diagnostic statistic we used was the variance inflation factor (VIF). Our cutoff point to
determine the existence of multicollineary was a value of 3.0 (Rimm-Kaufman, Curby,
Grimm, Nathanson, & Brock, 2009). None of the variables in this study presented a VIF
higher than 3.0, and therefore all variables remained in our analyses.
Measures
Two types of data were used from the NELS:88 dataset: youth-level and schoollevel. The following section describes the measures used at each level, and is divided as
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follows: 1) adolescent characteristics, 2) indicators of organized activity involvement, 3)
indicators of adolescent well-being, 4) moderator variables, and 5) school characteristics.
Adolescent Characteristics
Sex. Information about sex was obtained from the second follow-up data point.
According to NCES, this is the most complete indicator of the respondent’s sex, and was
based on the first follow-up composite and augmented by second follow-up information;
if still missing, data was imputed using student’s first names (Lakshmanan, 2004). For
the purposes of our analyses, the variable was dummy coded, with males as the reference
group.
Latino subgroup. Adolescents who self-identified as Latino/Hispanic were asked
to select their ethnicity/background. Each adolescent identified as ‘Mexican/Chicano’,
‘Cuban’, ‘Puerto Rican’, or ‘Other Hispanic’. Information about race/ethnicity was
collected at all time points, but for purposes of this study, the latest time point was used.
Indicators of OA Involvement
In order to assess OA involvement, we developed measures of intensity and
consistency based on adolescent’s reports during tenth and twelfth grade. Youth reported
if they participated (i.e. yes or no) in the following activities in the past year: sports,
cheerleading, pom-pom/drill teams, music groups, plays/musicals, student government,
academic honor societies, newspaper/yearbook, service clubs, academic clubs, hobby
clubs, and FFA/FHA/FTA (Future Farmers, Homemakers, and Teachers of America).
Youth also reported their involvement in community-sponsored activities, specifically
community youth groups or community service. Composite measures were constructed
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for all of our OA involvement indicators, combining school- and community sponsored
activities. Although we recognize that it is important to separate effects of involvement
in particular activities because certain activities may affect youth outcomes differently
(Bohnert et al., 2010), we will create composite scores for each adolescent for this
particular study.
OA intensity. We used data on the frequency of participation to create an
intensity score, based on both school-sponsored and community-sponsored organized
activities. Several steps were necessary in order to create a 10th/12th grade intensity
score. In NELS:88, adolescents reported how much time they spent in school-sponsored
activities, on an average week, during 10th grade and during 12th grade. Since the original
intensity scales were not consistent across 10th and 12th grade, first we recoded the scores
such that they were on the same scale (i.e. 0= no participation in a typical week, 1= less
than 1 hour per week, 2= 1-4 hours per week, 3= 5-9 hours/week, 4= 10-19 hours per
week, and 5= 20 hours or more per week). Next, youth reported how often they
participated in each of the five community-sponsored activities during 10th grade and 12th
grade (i.e. 1= never or rarely, 2= less than once per week, 3= at least once/twice per
week, and 4= everyday/almost every day). After, we standardized both school-sponsored
and community-sponsored scores separately, then taking a sum for school-sponsored and
community-sponsored 10th grade and 12th grade OA intensity, respectively. This created
an OA intensity score for 10th grade and another for 12th grade. Then, we summed the
10th and 12th grade scores to create a 10th/12th grade OA intensity score.
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OA consistency. In order to determine an adolescents’ consistency in OA
involvement, we assessed if an adolescent participated in at least one activity consistently
in 10th and 12th grade. First, using the original dichotomous variable of participation
where students indicated whether they participated or not in any one of the listed
activities, we constructed one composite score for consistency using the measures of
school- and community-sponsored activities2. Youth who did not participate either year
in any activity were assigned a score of 0, those who participated in at least one activity
in 10th or 12th grade were assigned a score of 1, and those assigned a score of 2 would
have participated in at least one activity both years. Finally, we dichotomized
consistency, such that students were categorized as having consistency or no consistency.
Those students who participated in at least one activity in 10th and 12th grade were given
a score of 1, while those who only participated in one year or did not participate at all
were given a 0.
Indicators of Adolescent Well-Being
Self-perceptions. Self-perceptions were conceptualized using measures of selfworth and locus of control, assessed during 10th and 12th grades. The measures for selfworth and locus of control were developed by NCES (see Trusty, Salazar, & Plata, 2003).

2

Community-sponsored activities were re-coded so that a score of 0 could mean rarely or never. Therefore, a 0 is not
necessarily the absence of participation. This was done in order to be congruent with the coding for school-sponsored
activities. See Gardner et al. (2008) for more information.
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Self-worth. The self-worth measure consisted of seven items3 that assessed
adolescents’ self-perceptions of worth, including how satisfied adolescents are with
themselves, how good they feel about themselves, and whether they feel they are a person
of worth. Four items were reverse coded so that the scale would remain such that higher
scores indicated higher self-worth. Each item’s score ranged from 1 to 4. In order to
obtain a 10th/12th grade self-worth score, an average of 10th grade and 12th grade selfworth was computed. The reliability of this measure, calculated using Chronbach’s alpha,
was strong at both time points (!10th grade= 0.79; !12th grade = 0.81).
Locus of control. Locus of control was a composite measure of six items4
examining internal and external attributes of control. This measure included an
adolescents’ sense of how much control they have over their lives and how much they
attribute their successes to effort or luck. Each item’s score ranged from 1 to 4. One
item was reverse coded so that the scale would remain such that higher scores indicate
more internal locus of control. In order to obtain a 10th/12th grade locus of control score,
we computed the average of 10th grade and 12th grade locus of control. The reliability for
this measure, calculated using Cronbach’s alpha, was strong at both time points (!10th
grade=

3

0.71; !12th grade = 0.74).

Items included in 10th grade self-worth: F1S62A (R), F1S62D (R), F1S62E (R), F1S62H (R), F1S62I, F1S62J,
F1S62L. Items included in 12th grade self-worth: F2S66A (R), F2S66D (R), F2S66E (R), F2S66H (R), F2S66I,
F2S66J, F2S66L. Items followed by (R) were reverse coded.
4
Items included in 10th grade locus of control: F1S62B, F1S62C, F1S62F, F1S62G, F1S62K (R) F1S62M. Items
included in 12th grade locus of control: F2S66B, F2S66C, F2S66F, F2S66G, F2S66K (R), F2S66M. Items followed by
(R) were reverse coded.
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Academic perceptions. Two outcomes, educational expectations and school
belonging, assessed during 10th and 12th grade, were used as indicators of academic
perceptions.
Educational expectations. To measure educational expectations, adolescents
were asked, “How far in school do you think you will get, as things stand now?”
(National Education Longitudinal Study, 1994). Response categories were measured on
a 9-point scale in the first follow-up (10th grade), and on a 10-point scale in the second
follow-up (12th grade)5. The scores were re-coded so that both 10th and 12th grade
responses were on the same 9-point scale, ranging from less than high school to
professional degree. We then took an average of 10th and 12th grade educational
expectations in order to obtain a 10th/12th grade educational expectations score. The
reliability of this measure, calculated using Chronbach’s alpha, was fairly strong for
10th/12th grade (!10th/12th grade= 0.69)
School belonging. The second variable used to measure academic perceptions
was school belonging. The measure consisted of six items6 that assessed sense of school
belonging in 10th and 12th grade, including items that asked about adolescents’ sense of
teaching at the school, teachers’ interest in students, feeling safe in school, and fair
discipline in school. We reverse coded two items; such that higher scores indicated
higher school belonging. Each item’s score ranged from 1 to 4. In order to obtain a
5
In the 12th grade, adolescents were given the option to respond “I don’t know”. Adolescents who selected this
response were eliminated from the final analytic sample (n=55).
6
Items included in 10th grade school belonging: F1S7B, F1S7D, F1S7G, F1S7H, F1S7M (R), F1S7N (R). Items
included in 12th grade school belonging: F2S7A, F2S7L, F2S7C, F2S7D, F2S7E (R), F2S7F (R). Items followed by
(R) were reverse coded.
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10th/12th grade school belonging score, we took an average of 10th and 12th grade school
belonging. The reliability for this measure, calculated using Chronbach’s alpha, was
moderate (!10th grade = .54; !12th grade = .59).
Family Characteristics
Family socioeconomic status (SES). Information was collected from youth and
parents in regards to parents’ occupation and educational levels, as well as family income
at student’s 8th grade, 10th grade, and 12th grade years. The variable used in the present
study was based on parents’ self-reported education, occupation, and total household
income from base year, with supplemental information coming from the base year
student questionnaire data, data from the first and/or second follow-ups, and if
information from any of these data sources was unavailable, parent data. The original
variables used to create family SES were standardized, indicating that the mean of the
variables was 0 and the standard deviation was 1.
Primary home language. We used a measure of the primary language used in
the home, reported by youth in 8th grade. Youth were assigned to non-English only when
English was not spoken in the home or to non-English dominant if English was
sometimes used in the home. If adolescents reported speaking no language other than
English at home, youth were labeled as English only; if the language usually spoken was
English, but another language was used, the adolescent was considered English dominant.
When language use could not be determined from student responses, parent questionnaire
responses were used to construct the variables in the NELS:88 dataset. For the present
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study, home language was dummy coded, categorizing adolescents who came from
English households and those who came from non-English household.
Number of siblings. The total number of siblings for each adolescent was
determined by adding the number of brothers and sisters in the same household.
Responses ranged from 0=none to 6= six or more.
School Characteristics
In order to account for how much of the variance in adolescent’s well-being (i.e.
self-worth, locus of control, educational expectations, and school belonging) is due to
students belonging to different schools, we controlled for various level-2 school factors.
Urbanicity. School principals indicated whether the school was located in an
urban, suburban, or rural setting.
School Latino Population. Principals reported what percentage of students in
the entire school in 12th grade were Latino. Schools in this study ranged from 4% to 99%
of Latino students in schools.
School SES. Principals reported what percentage of students qualified for free or
reduced-lunch in 12th grade. Schools in this study ranged from 0 to 100% of students who
qualified for free or reduced-lunch.
Data Analysis
Data from the NELS:88 were obtained from students from various schools across
the United States. This type of data collection is referred to as nested data; that is when a
sample of individuals is obtained from naturally occurring groups of populations such as
neighborhoods or schools (Lakshmanan, 2004). Individuals in these clusters tend to be

40

more similar to each other than they are to people of other groups or contexts. Schools
were the primary sampling units of the NELS:88 and students were the secondary
sampling units. The analytical technique used for the current study, hierarchical linear
modeling (HLM), aims to improve estimation of effects within individual units (i.e.
students), formulate and test hypotheses on effects across the different levels of
clustering, and partition variance and covariance components among the different levels
within the data (Raudenbusch & Bryk, 2002). Through multi-level analyses, HLM allows
users to account for three major difficulties that arise when using OLS with multi-level
data: (1) violation of the assumption of independence; (2) aggregation bias; and (3)
heterogeneity of slopes of multi-level data (Bryk & Raudenbush, 1992; Snijders &
Bosker, 1999; Woltman, Feldstain, MacKay, & Rocchi, 2012). Non-normal data can lead
to incorrect standard error estimates and incorrect significance tests and therefore, robust
standard errors were reported in the current study (Raudenbush & Bryk, 2002).
Separate analyses were conducted for each of our two sets of hypotheses. First, as
shown in Figure 1, the effects of 10th/12th grade OA involvement on Latino adolescents’
12th grade well-being, as measured by academic and self-perceptions were modeled
among students in each of the schools, at the student level, controlling for prior wellbeing, and school-level characteristics. Within this first set of hypotheses, moderation
was incorporated into the HLM structure mentioned above, testing how primary home
language, sex, and family SES, each respectively moderate the relations between OA
involvement and adolescents’ well-being. In the second set of hypotheses, as shown in
Figure 2, we analyzed how adolescents’ well-being, averaged over 10th/12th grade,
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predicts their involvement in OA, incorporating sex as a moderator variable in these
analyses. In these models, we controlled for prior OA involvement, home language,
number of siblings, family SES and school-level characteristics.
We followed a three-step process in conducting our HLM analyses for each of our
outcome variables. First, we ran an unconditional model to account for variance in the
outcome variable at each level, student and school. Second, we ran main effects models,
where we estimated coefficients and variance for each of the independent variables.
Finally, we ran interaction effects models for each outcome variable, entering the control
variable, the predictor variable and the moderator variable, as well as the interaction term.
Sample Weighting
Hispanic and Asian/Pacific Islander students were oversampled to permit analyses
of the performance of language minority students. The sample weights help control for
nonresponse bias and redistribute the sample to reflect the national population (Ingels,
1994). In the current study, all analyses were weighted using the sample weight for the
second follow-up, as recommended by NCES (National Center for Education Statistics,
1994), to compensate for unequal probability sampling (Lakshmanan, 2004).
Centering
HLM allows for group-mean centering or grand-mean centering predictor
variables or leaving variables un-centered. Group-mean centering provides results
adjusted to the means of the groups (i.e. schools) while grand-mean centering yields
estimates based on the overall mean of all of the groups (Enders & Tofighi, 2007). In
other words, grand-mean centering provides intercepts which represent the level of the
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outcome expected for a person with the average level on the predictor (Hofmann, 1997).
In this study, we were not interested in making comparisons within groups, and therefore
all variables at level-1 and level-2 were grand-mean centered, except for interaction terms
that were created with variables that were previously centered in the data preparation
stage in SPSS.
Missing Data
For this study, we only utilized cases with available data on all of the variables
included in the study. In order to make model comparisons for each outcome, HLM
requires that the sample participants and sample size remain consistent from one model to
the other (Ferron, Hess, Hogarty, Dedrick, Kromrey, Lang, & Niles, 2004). Although we
recognize that listwise deletion can lead to problems such as biased parameter estimates,
inflation of statistical power, and invalid conclusions (Acock, 2005), we proceeded with
eliminating cases with missing data. In the near future, we plan on conducting an HLM
analysis with imputed data in order to account for the problems we may encounter with
listwise deletion.
Unconditional Models
For each outcome, we ran a full-maximum likelihood unconditional model in
order to partition the variance at each level. These models include only the outcome
variable at Level 1 and provide an intercept estimate (Hofmann, 1997). The proportion
of variance in the dependent variable that is related to students being from different
schools, called the intra-class correlation (ICC), is the only variance that can be
accounted for by different school characteristics (Lee, 2000).

Figure 1. Hierarchical Linear Model of OA Involvement Predicting Latino Adolescent Well-Being

School Latino
Population

School
SES

Urbanicity

SCHOOL
LEVEL

School

STUDENT
LEVEL

Primary Home Language
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Family SES

OA Involvement
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Academic Perceptions

10th grade
Well-Being

43

Figure 2. Hierarchical Linear Model of Well-Being Predicting Latino Adolescent OA Involvement

School Latino
Population
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School
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Based on the unconditional models, an intra-class coefficient was calculated to
determine the percentage of the variance of each outcome at the school-level. For the
first set of hypotheses, we found that 0.07% of the variance in 12th grade self-worth and
0.30% in the variance in 12th grade locus of control was due to between-school
variability. In terms of academic perceptions, we found higher school-level variance,
with 5.2% of the variance in 12th grade educational expectations and 13% of the variance
in 12th grade school belonging due to between-school variability. For the second set of
hypotheses, in which the outcome variables were OA intensity and OA consistency, we
ran unconditional models using continuous and Bernoulli models, respectively. We
found that between-school variability accounted for 3.9% of the variance in 12th grade
OA intensity. For the binary outcome, OA consistency, a Bernoulli model is
recommended by Raudenbush & Bryk (2002). Hierarchical generalized linear modeling
(HGLM) predicts group membership for the binary outcome variable, calculating log
odds using the logit function (Roesch, 2010). The logits can be converted back to
probabilities using the following equation:

, where L represents the log-odds

coefficient (Sarkisian, 2010). Using this calculation, 11% of the variance in OA
consistency is due to between-school variability.
Although the standard practice in HLM is to conduct multivariate analyses for
ICC values that exceed 10% (Rimm-Kaufman et al., 2009), which was only the case for
school belonging and OA consistency in the present study, we proceeded with HLM for
all outcomes to maintain consistency in analytic strategy among the outcomes and
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because the structure of the data is nested. The full results tables of the unconditional
models can be found in Appendix B.
Main Effects Models
For the first set of hypotheses, we controlled for the adolescents’ well-being at
10th grade, and entered the main effects of the moderator variables (i.e. sex, primary
home language, or family SES), as well as the main effect of the predictor variable to
predict 12th grade well-being. Due to the limited amount of data, we conducted separate
analyses for each independent variable linked with each moderator variable. At the
school-level, we controlled for urbanicity, school Latino population, and school SES. For
the second set of hypotheses, we controlled for the adolescents’ OA involvement in 10th
grade, home language, family SES, and number of siblings. We entered the main effects
of the moderator variable (i.e. sex), as well as the main effect of the independent variable
to predict organized activity involvement in 12th grade. At the second level, we also
controlled for urbanicity, school Latino population, and school SES in these models.
Interaction Effects Models
In the final step, we conducted analyses examining the effects of the moderator
variables as interactions between the independent variables and the moderators. In this
step, we were able to examine the effects of the moderator, observing if effects of the
independent variable on the dependent variable differ by varying levels of the moderator
at the student level. For every model, we also entered controlled for school predictors:
urbanicity, school Latino population, and school SES. In order to test for interaction
effects between categorical variables, we created interaction terms by multiplying the
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predictor term and the moderator term (Aiken & West, 1991). Post hoc tests were run
when significant interaction terms were obtained, which are described in the appropriate
sections below.

CHAPTER FOUR
RESULTS
Results are organized around the two main goals of this study: 1) OA involvement
as a predictor of 12th grade well-being, examining the relations between involvement in
OA (10th / 12th grade), as measured by intensity and consistency and a) self-perceptions
(i.e. self-worth and locus of control) and b) academic perceptions (i.e. educational
expectations and school belonging) (see Figure 1), controlling for prior levels of wellbeing, and testing for the moderation of primary home language, sex and family SES; and
2) well-being as a predictor of OA involvement, examining if individual factors (i.e.
10th/12th grade academic and self-perceptions) predicted involvement in OA in 12th grade,
as measured by intensity and consistency, controlling for family factors (i.e. primary
home language, family SES, and number of siblings) and testing for the moderation of
sex (see Figure 2). In both sets of analyses, we controlled for school-level
characteristics: urbanicity, school Latino population, and school SES.
The first section will outline the descriptive statistics of the sample in this study.
The next section will discuss the main effects of OA involvement on adolescents’ 12th
grade self-perceptions and academic perceptions. The effects of the moderators on the
relations between predictors of OA involvement and the outcome variables will then be
presented. Finally, the findings of self- and academic perceptions as predictors of OA
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involvement will be reported followed by the findings of the effects of the moderator on
the relation between predictors of well-being and OA involvement.
Descriptive Statistics and Correlations
This section presents correlations between study variables and descriptive
statistics for all the student-level and school-level variables, presented in Table 2 and 3,
respectively. Adolescents in this sample showed a relatively high level of OA
involvement across high school years, with 75% of the sample showing consistent
involvement in high school. In 10th grade, 40% of adolescents in this sample did not
participate in any OAs, 35% averaged less than one hour to 4 hours per week, and 25%
averaged more than 5 hours per week. In 12th grade, 33% of adolescents did not
participate in any OAs, 32% averaged less than one hour to 4 hours per week, and 35%
participated in OAs 5 hours or more per week. Average self-perceptions among this
sample throughout their high school years were relatively high (self-worth: 3.15 out of a
possible 4; locus of control: 3.01 out of a possible 4). In terms of academic perceptions,
adolescents reported higher educational expectations, with an average of 5.52 (out of
possible 7; from ‘less than high school’ to ‘master’s or professional degree’) and an
average school belonging of 2.40 (out of a possible 4).
Adolescents who were from households where English was not the primary language had
lower family SES, more siblings, and endorsed a more external locus of control, showed
lower levels of school belonging, and were less likely to have consistent OA involvement
from 10th to 12th grade. They also had significantly lower educational expectations on
average in high school than those who were from English-speaking households.

Table 1. Correlations Between Study Variables
Variables

1

2

3

4

5

6

7

8

9

10

1. Female

-

2. Non-English

-0.49

-

3. Family SES

-0.07

-0.41**

-

4. Number of siblings

-0.008

0.17**

-0.27**

-

5. 10th grade self-worth

-0.12**

-0.07

0.09*

-0.05

-

-0.10*

-0.07

0.04

-0.08

0.51**

-

-0.12**

-0.08

0.07

-0.06

0.85**

0.88**

-

-0.01

-0.10**

0.15**

-0.09*

0.59**

0.37**

0.54**

-

0.06

-0.09*

0.08*

-0.09*

0.31**

0.60**

0.52**

0.45**

-

10. 10 /12 grade locus of control

0.04

-0.11**

0.13**

-0.11**

0.51**

0.57**

0.62**

0.84**

0.84**

-

11. 10th grade ed expectations

0.02

-0.13**

0.26**

-0.09*

0.22**

0.14**

0.20**

0.31**

0.21**

0.30**

12. 12th grade ed expectations

0.06

-0.12**

0.22**

-0.07

0.11**

0.17**

0.16**

0.21**

0.29**

0.28**

13. 10th/12th grade ed expectations

0.05

-0.15**

0.28**

-0.10**

0.20**

0.18**

0.22**

0.31**

0.29**

0.35**

0.03

-0.05

0.09**

-0.06

-0.10*

-0.15**

-0.15**

-0.13**

-0.09*

-0.12**

0.02

-0.09*

0.05

-0.10**

-0.03

-0.09*

-0.07

-0.04

-0.05

-0.05

th

6. 12 grade self-worth
th

th

7. 10 /12 grade self-worth
th

8. 10 grade locus of control
th

9. 12 grade locus of control
th

th

th

14. 10 grade school belong
th

15. 12 grade school belong
th

th

16. 10 /12 grade school belong

0.03

-0.08*

0.09*

-0.10*

-0.07

-0.16**

-0.14**

-0.11*

-0.09*

-0.11**

th

0.02

-0.12**

0.22**

-0.10*

0.08*

0.12**

0.12**

0.15**

0.15**

0.17**

th

18. 12 grade OA intensity

-0.14**

-0.007

0.10**

0.02

0.15**

0.15*

0.18**

0.19**

0.14**

0.20**

19. 10th/12th grade OA intensity

-0.06

-0.07

0.19**

-0.04

0.12**

0.16**

0.16**

0.20**

0.17**

0.21**

20. 10th /12th grade OA consistency

-0.05

-0.08*

0.17**

-0.001

0.10*

0.12**

0.12**

0.12**

0.09**

0.12**

Mean

0.56

0.54

-0.49

2.03

3.10

3.19

3.15

2.99

3.03

3.01

Standard Deviation

0.50

0.50

0.75

1.47

0.47

0.49

0.42

0.47

0.49

0.41

17. 10 grade OA intensity
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Table 1. Correlations Between Study Variables (continued)
Variables

11

12

13

14

15

16

17

18

19

20

1. Female
2. Non-English
3. Family SES
4. Number of siblings
5. 10th grade self-worth
6. 12th grade self-worth
7. 10th/12th grade self-worth
8. 10th grade locus of control
9. 12th grade locus of control
10. 10th/12th grade locus of control
th

-

11. 10 grade ed expectations

-

12. 12th grade ed expectations

0.53**

-

th

th

13. 10 /12 grade ed expectations

0.87**

0.85**

-

th

-0.03

-0.003

-0.03

-

th

15. 12 grade school belong

-0.06

0.006

0.04

0.35**

-

16. 10th/12th grade school belong

0.009

-0.02

-0.005

0.80**

0.80**

-

th

0.29**

0.27**

0.32**

-0.06

-0.05

-0.06

-

th

18. 12 grade OA intensity

0.26**

0.27**

0.30**

-0.12**

-0.04

-0.11**

0.47**

-

19. 10th/12th grade OA intensity

0.31**

0.31**

0.35**

-0.11**

-0.05

-0.10**

0.86**

0.84**

-

0.27**
5.43
1.55

0.25**
5.60
1.51

0.30**
5.52
1.34

-0.03
2.40
0.32

-0.03
2.40
0.32

-0.04
2.40
0.26

0.49**
0.00
2.07

0.49**
0.00
2.09

0.56**
0.00
3.55

14. 10 grade school belong

17. 10 grade OA intensity

th

th

20. 10 /12 grade OA consistency
Mean
Standard Deviation

0.75
0.43

*Note. Spearman’s Rho correlations. * p < .01. ** p < .01.
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Table 2. Descriptive Statistics for All Study Variables
Variable

% of sample

Female7
Non-English8
Latino Subgroup
Mexican
Puerto Rican
Cuban
Other
10th / 12th grade OA Consistency
No consistency
Consistency

Student-Level Variables (N=660)
56
54
73
5
6
15
25
75

School-Level Variables (N = 120)
Urbanicity
Urban
Suburban
Rural
Percentage Latino in High School
Percentage Free/Reduced Lunch

51
31
19
48
32

OA Involvement as a Predictor of Latino Adolescents’ Self and Academic
Perceptions
In the first set of hypotheses, we predicted 12th grade well-being, as
conceptualized by self- and academic perceptions, from 10th/12th grade OA involvement,
controlling for earlier levels of well-being on the student level, and urbanicity, school
Latino population, and school SES on the school level.
Self-Perceptions: Self-Worth
10th/12th grade OA intensity. As shown in Tables 3, 4, and 7, we found a main
effect of 10th/12th grade OA intensity when predicting 12th grade self-worth. Adolescents
7

The sex variable was dummy coded, with Females =1, Male =0.
Home language was dummy coded, with families that categorized themselves as Non-English only or Non-English
dominant=1, English only or English dominant families = 0.
8
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who had higher levels of OA intensity in 10th/12th grade demonstrated significantly
higher levels of 12th grade self-worth.
OA consistency. The second indicator of OA involvement in this study is
consistency, which is a dichotomous variable, indicating whether an adolescent had
consistent involvement in 10th and 12th grade in at least one organized activity. As shown
in Tables 4, 6, and 8, consistent OA involvement did not have a main effect on 12th grade
self-worth.
Interaction Effects. We aimed to examine the effects of primary home language,
sex, and family SES on the relations between OA involvement and 12th grade self-worth.
Primary home language. First, upon examining the moderation of home
language on the relation between OA intensity and self-worth, we did not find a
significant interaction effect, as seen in Table 3. Second, we examined the moderation
effects of home language on OA consistency and 12th grade self-worth. As seen in Table
4, there was no significant moderation effect of home language on that relation.
Table 3. Regression Coefficients with Robust Standard Errors Predicting 12th grade
Self-Worth from 10th/12th grade OA Intensity, Moderated by Primary Home Language
12th grade Self-Worth

Variable
Intercept
Urbanicity
Latino population
School SES
10th grade Self-Worth
Non-English
10th/12th grade OA intensity
10th/12th grade OA intensity *
home language
! p < .10. * p < .05. ** p < .01. *** p < .001

Unconditional
Model

10th / 12th grade Main
Effects Model

Coeff. (SE)
3.22*** (0.02)
-------------------

Coeff. (SE)
3.20*** (0.02)
0.01 (0.02)
0.001+ (0.0007)
-0.0003 (0.0009)
0.53*** (0.04)
-0.05 (0.03)
0.01* (0.006)

10th / 12th grade
Interaction Effects
Model
Coeff. (SE)
3.20*** (0.02)
0.01 (0.02)
0.001+ (0.0007)
-0.0003 (0.0009)
0.53*** (0.04)
-0.05 (0.03)
0.01** (0.005)

----

----

-0.003 (0.004)
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Table 4. Regression Coefficients with Robust Standard Errors Predicting 12th grade SelfWorth from OA Consistency, Moderated by Primary Home Language

Variable
Intercept
Urbanicity
Latino population
School SES
10th grade Self-Worth
Non-English
OA consistency
OA consistency * non-English

12th grade Self-Worth
Unconditional
Main Effects Model
Model
Coeff. (SE)
Coeff. (SE)
3.22*** (0.02)
3.20*** (0.02)
---0.01(0.02)
---0.001+ (0.0008)
----0.0002 (0.001)
---0.55*** (0.04)
----0.06+ (0.03)
---0.04 (0.04)
-------

Interaction Effects
Model
Coeff. (SE)
3.20*** (0.02)
0.01 (0.02)
0.001 (0.0008)
-0.0002 (0.001)
0.55*** (0.04)
-0.07 (0.06)
0.03 (0.06)
0.01 (0.07)

! p < .10. * p < .05. ** p < .01. *** p < .001.

Sex. First, the moderation of sex on the relation between OA intensity and selfworth was examined. There were no significant interaction effects for sex on the relation
between OA intensity and self-worth or on the relation between OA consistency and selfworth (see Tables 5 & 6).
Table 5. Regression Coefficients with Robust Standard Errors Predicting 12th grade SelfWorth from 10th/12th grade OA Intensity, Moderated by Sex

Variable
Intercept
Urbanicity
Latino population
School SES
10th grade Self-Worth
Female
10th/12th grade OA intensity
10th/12th grade OA intensity * sex
! p < .10. *p < .05. ** p < .01. *** p < .001.

12th grade Self-Worth
10th / 12th grade
Unconditional
Main Effects
Model
Model
Coeff. (SE)
Coeff. (SE)
3.22*** (0.02)
3.20*** (0.02)
---0.01 (0.02)
---0.001 (0.0007)
----0.0004 (0.0009)
---0.53*** (0.04)
----0.02 (0.04)
---0.01* (0.006)
-------

10th / 12th grade
Interaction Effects
Model
Coeff. (SE)
3.20*** (0.02)
0.01 (0.02)
0.001 (0.0007)
-0.0004 (0.0009)
0.53*** (0.04)
-0.02 (0.04)
0.01* (0.007)
-0.002 (0.004)
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Table 6. Regression Coefficients with Robust Standard Errors Predicting 12th grade SelfWorth from OA Consistency, Moderated by Sex

Variable
Intercept
Urbanicity
Latino population
School SES
10th grade Self-Worth
OA consistency
Female
OA consistency* female

12th grade Self-Worth
Unconditional
Main Effects Model
Model
Coeff. (SE)
Coeff.(SE)
3.22*** (0.02)
3.20*** (0.02)
---0.01(0.02)
---0.001(0.0008)
----0.0003 (0.0009)
---0.55*** (0.04)
---0.05 (0.03)
----0.02 (0.04)
-------

Interaction Effects
Model
Coeff. (SE)
3.20*** (0.02)
0.01 (0.02)
0.001 (0.0008)
-0.0004 (0.0009)
0.55*** (0.04)
0.07 (0.06)
0.01 (0.08)
-0.05 (0.08)

! p < .10. * p < .05. ** p < .01. *** p < .001.

Family SES. As seen in Table 7, there was no significant moderation effect of
family SES on the relation between OA intensity and 12th grade self-worth. Further, as
seen in Table 8, we did not find a significant moderation effect of family SES on the
relation between OA consistency and 12th grade self-worth.
Table 7. Regression Coefficients with Robust Standard Errors Predicting 12th grade SelfWorth from 10th/12th grade OA Intensity, Moderated by Family SES
12th grade Self-Worth
Unconditional
Model
Variable
Intercept
Urbanicity
Latino population
School SES
10th grade Self-Worth
10th/12th grade OA intensity
Family SES
10th /12th grade OA intensity * Family SES
! p < .10. *p < .05. ** p < .01. *** p < .001.

Coeff. (SE)
3.22*** (0.02)
----------------------

10th / 12th grade
Main Effects
Model
Coeff. (SE)
3.20*** (0.02)
0.01 (0.02)
0.001 (0.0007)
-0.0005 (0.0009)
0.54*** (0.04)
0.01* (0.006)
-0.02 (0.02)
----

10th / 12th grade
Interaction Effects
Model
Coeff. (SE)
3.20*** (0.02)
0.01 (0.02)
0.001 (0.0007)
-0.0005 (0.0009)
0.54*** (0.04)
0.02** (0.006)
-0.01 (0.02)
-0.008 (0.006)
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Table 8. Regression Coefficients with Robust Standard Errors Predicting 12th grade SelfWorth from OA Consistency, Moderated by Family SES
12th grade Self-Worth

Unconditional Model

Main Effects Model

Coeff. (SE)
3.22*** (0.02)
----------------------

Coeff. (SE)
3.20*** (0.02)
0.01(0.02)
0.001 (0.0007)
-0.0004 (0.0009)
0.54*** (0.03)
0.05 (0.04)
-0.009 (0.03)
----

Variable
Intercept
Urbanicity
Latino population
School SES
10th grade Self-Worth
OA consistency
Family SES
OA consistency * Family SES

Interaction Effects
Model
Coeff. (SE)
3.20*** (0.02)
0.01 (0.02)
0.001 (0.0008)
-0.0004 (0.0009)
0.56*** (0.03)
0.05 (0.04)
-0.006 (0.03)
0.009 (0.02)

! p < .10. * p < .05. ** p < .01. *** p < .001.

Self-Perceptions: Locus of Control
10th/12th grade OA intensity. As shown in Table 9, 11, and 13, there was a main
effect of 10th/12th grade OA intensity on 12th grade locus of control. Adolescents who
had higher OA intensity showed higher levels of locus of control, therefore endorsing
more of an internal locus of control.
OA consistency. Findings from analyses where we examined the effects of
consistency on 12th grade locus of control can be found in Tables 10, 12, and 14. We did
not find a significant main effect of OA consistency when predicting 12th grade locus of
control.
Interaction Effects. This section describes the effects of the moderators on the
relation between OA involvement and 12th grade locus of control.
Primary home language.

The interaction effect of primary home language on

the relation between OA intensity and locus of control in 12th grade did not show to be
significant, as seen in Table 9. Further, there was no significant interaction effect of
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home language on the relation between OA consistency and locus of control in 12th
grade, as shown in Table 10.
Table 9. Regression Coefficients with Robust Standard Errors Predicting 12th grade
Locus of Control from 10th/12th grade OA Intensity, Moderated by Primary Home
Language
12th grade Locus of Control

Variable
Intercept
Urbanicity
Latino population
School SES
10th grade Locus of Control
10th /12th grade OA intensity
Non-English
10th /12th grade OA intensity * English

Unconditional
Model

10th / 12th grade
Main Effects Model

Coeff. (SE)
3.06*** (0.02)
----------------------

Coeff. (SE)
3.03*** (0.02)
0.003 (0.02)
0.0002 (0.0007)
0.001 (0.0008)
0.49*** (0.05)
0.01* (0.005)
-0.03 (0.05)
----

10th / 12th grade
Interaction Effects
Model
Coeff. (SE)
3.03*** (0.02)
0.002 (0.02)
0.0002 (0.0007)
0.001 (0.0008)
0.49*** (0.05)
0.01* (0.006)
-0.01 (0.05)
-0.003 (0.004)

! p < .10. *p < .05. ** p < .01. *** p < .001.

Table 10. Regression Coefficients with Robust Standard Errors Predicting 12th grade
Locus of Control from OA Consistency, Moderated by Primary Home Language

Variable
Intercept
Urbanicity
Latino population
School SES
10th grade Locus of Control
OA consistency
Non-English
OA consistency* non-English

12th grade Locus of Control
Unconditional
Main Effects Model
Model
Coeff. (SE)
Coeff. (SE)
3.06*** (0.02)
3.03*** (0.02)
---0.002 (0.02)
---0.0003 (0.0007)
---0.001 (0.0008)
---0.51*** (0.05)
---0.04 (0.06)
----0.03 (0.05)
-------

Interaction Effects
Model
Coeff. (SE)
3.04*** (0.02)
0.003 (0.02)
0.0003 (0.0007)
0.001 (0.0008)
0.51*** (0.05)
-0.005 (0.07)
-0.09 (0.08)
0.07 (0.08)

! p < .10. * p < .05. ** p < .01. *** p < .001.

Sex. As shown in Table 11, there is no evidence of a moderation effect of sex on
the relation between OA intensity and 12th grade locus of control. Similarly, the
moderation of sex on the relation between OA consistency and 12th grade locus of control
was not significant. In other words, the effect of consistency of involvement on 12th
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grade locus of control did not differ between boys and girls in this study, as seen in Table
12.
Table 11. Regression Coefficients with Robust Standard Errors Predicting 12th grade
Locus of Control from 10th/12th grade OA Intensity, Moderated by Sex

Variable
Intercept
Urbanicity
Latino population
School SES
10th grade Locus of Control
10th /12th grade OA intensity
Female
10th /12th grade OA intensity * sex

12th grade Locus of Control
Unconditional
10th / 12th grade
Model
Main Effects Model
Coeff. (SE)
Coeff. (SE)
3.06*** (0.02)
3.03*** (0.02)
---0.007 (0.02)
---0.0002 (0.0007)
---0.001 (0.0008)
---0.50*** (0.04)
---0.01** (0.04)
---0.08* (0.04)
-------

10th / 12th grade
Interaction Model
Coeff. (SE)
3.03*** (0.02)
0.008 (0.02)
0.0002 (0.0007)
0.001 (0.0008)
0.50*** (0.05)
0.01** (0.005)
0.08* (0.04)
-0.002 (0.004)

! p < .10. * p < .05. ** p < .01. *** p < .001.

Table 12. Regression Coefficients with Robust Standard Errors Predicting 12th grade
Locus of Control from OA Consistency, Moderated by Sex

Variable
Intercept
Urbanicity
Latino population
School SES
10th grade Locus of Control
OA consistency
Female
OA consistency* female

12th grade Locus of Control
Unconditional
Main Effects Model
Model
Coeff. (SE)
Coeff. (SE)
3.06*** (0.02)
3.04*** (0.02)
---0.007 (0.02)
---0.0003 (0.0007)
---0.001 (0.0008)
---0.52*** (0.05)
---0.05 (0.05)
---0.08* (0.04)
-------

Interaction Effects
Model
Coeff. (SE)
3.03*** (0.02)
0.009 (0.02)
0.0003 (0.0008)
0.001 (0.0008)
0.51*** (0.04)
0.12 (0.11)
0.16 (0.11)
-0.11 (0.14)

! p < .10. * p < .05. ** p < .01. *** p < .001.

Family SES. A significant interaction effect for family SES was found for the
relation between OA intensity and 12th grade locus of control, as shown in Table 13.
Post hoc probing of this interaction effect provides evidence that adolescents from low
SES households benefit significantly more from higher levels of OA intensity than
adolescents from high SES household in terms of 12th grade locus of control (b=.03, p <
.05), as shown in Figure 3. On the other hand, however, we did not find evidence of
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moderation for family SES on the relation between OA consistency and 12th grade locus
of control.
Figure 3. OA Intensity Predicting 12th grade Locus of Control, Moderated by Family SES
3.2

12th grade Locus of Control

3.15
lo SES,
b=.029,
***

3.1

3.05
hi SES,
b=.003,
ns

3

2.95

2.9

2.85
lo OA intensity

hi OA intensity

OA Intensity
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Table 13. Regression Coefficients with Robust Standard Errors Predicting 12th grade
Locus of Control from 10th/12th grade OA Intensity, Moderated by Family SES
12th grade Locus of Control
Unconditional
Model
Variable
Intercept
Urbanicity
Latino population
School SES
10th grade Locus of Control
10th /12th grade OA intensity
Family SES
10th /12th grade OA intensity * Family SES

Coeff. (SE)
3.06*** (0.02)
----------------------

10th / 12th grade
Main Effects
Model
Coeff. (SE)
3.04*** (0.02)
0.003 (0.02)
0.0001 (0.0007)
0.0009 (0.0008)
0.50*** (0.04)
0.01** (0.005)
-0.03 (0.03)
----

10th / 12th grade
Interaction
Effects Model
Coeff. (SE)
3.05*** (0.02)
-0.001 (0.02)
0.00006 (0.0007)
0.0009 (0.0008)
0.51*** (0.05)
0.02** (0.004)
-0.02 (0.03)
-0.02* (0.008)

! p < .10. * p < .05. ** p < .01. *** p < .001.

Table 14. Regression Coefficients with Robust Standard Errors Predicting 12th grade
Locus of Control from OA Consistency, Moderated by Family SES
12th grade Locus of Control

Unconditional Model

Main Effects Model

Coeff. (SE)
3.06*** (0.02)
----------------------

Coeff. (SE)
3.04*** (0.02)
0.003 (0.02)
0.0001 (0.0007)
0.001 (0.0008)
0.52*** (0.05)
0.05 (0.07)
-0.02 (0.02)
----

Variable
Intercept
Urbanicity
Latino population
School SES
10th grade Locus of Control
OA consistency
Family SES
OA consistency* Family SES

Interaction
Effects Model
Coeff. (SE)
3.04*** (0.02)
0.002 (0.02)
0.0001 (0.0007)
0.001 (0.0008)
0.52*** (0.05)
0.05 (0.06)
-0.02 (0.03)
0.005 (0.02)

! p < .10 .* p < .05. ** p < .01. *** p < .001.

Academic Perceptions: Educational Expectations
10th/12th grade OA intensity. Findings from the analyses examining the effects
of OA intensity on educational expectations can be found in Tables 15, 17, and 19. We
found a significant main effect of OA intensity, where adolescents with higher levels of
OA intensity showed higher levels of educational expectations.
OA consistency. Findings of the main effects of OA consistency of involvement
on 12th grade educational expectations can be found in Tables 16, 18, and 20. We found
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a significant main effect of OA consistency, where adolescents who had consistent OA
involvement from 10th to 12th grade had higher educational expectations.
Interaction Effects. In the following section, the results from the interaction
models examining the effects of individual and familial characteristics on educational
expectations are presented.
Primary home language. As shown in Table 15, home language was not a
significant moderator of the relation between educational expectations and OA intensity.
Further, upon examining the moderation effects of home language on the relation
between OA consistency and 12th grade educational expectations, there was no
significant effect, as seen in Table 16.
Table 15. Regression Coefficients with Robust Standard Errors Predicting 12th grade
Educational Expectations from 10th/12th grade OA Intensity, Moderated by Primary
Home Language
12th grade Educational Expectations

Variable
Intercept
Urbanicity
Latino population
School SES
10th grade Educational Expectations
10th /12th grade OA intensity
Non-English
10th /12th grade OA intensity * non-English
! p < .10. * p < .05. ** p < .01. *** p < .001.

Unconditional
Model

10th / 12th grade
Main Effects Model

Coeff. (SE)
5.62*** (0.07)
----------------------

Coeff. (SE)
5.62*** (0.06)
-0.02 (0.09)
0.002 (0.003)
-0.002 (0.003)
0.45*** (0.04)
0.06*** (0.02)
-0.03 (0.10)
----

10th / 12th grade
Interaction Effects
Model
Coeff. (SE)
5.63*** (0.06)
-0.02 (0.09)
0.002 (0.003)
-0.002 (0.003)
0.45*** (0.04)
0.06*** (0.01)
-0.04 (0.10)
0.02 (0.01)
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Table 16. Regression Coefficients with Robust Standard Errors Predicting 12th grade
Educational Expectations from OA Consistency, Moderated by Primary Home Language

Variable
Intercept
Urbanicity
Latino population
School SES
10th grade Educational
Expectations
OA consistency
Non-English
OA consistency * non-English

12th grade Educational Expectations
Unconditional
Main Effects Model
Model
Coeff. (SE)
Coeff. (SE)
5.62*** (0.07)
5.63*** (0.06)
----0.02 (0.10)
---0.002 (0.003)
----0.002 (0.003)

Interaction Effects
Model
Coeff. (SE)
5.63*** (0.06)
-0.002 (0.10)
0.002 (0.003)
-0.002 (0.003)

----

0.47*** (0.05)

0.47*** (0.05)

----------

0.40** (0.12)
-0.05 (0.10)
----

0.17 (0.17)
-0.32+ (0.19)
0.36 (0.23)

! p < .10. * p < .05. ** p < .01. *** p < .001.

Sex. The relation between OA intensity and 12th grade educational expectations
did not depend on an adolescent’s sex, as shown in Table 17. Further, there was also no
moderation effect of sex on the relation between OA consistency and 12th grade
educational expectations, as shown in Table 18.
Table 17. Regression Coefficients with Robust Standard Errors Predicting 12th grade
Educational Expectations from 10th/12th grade OA Intensity, Moderated by Sex
12th grade Educational Expectations
10th / 12th grade
Unconditional Model
Main Effects
Model
Coeff. (SE)
Coeff. (SE)
5.62*** (0.07)
5.63*** (0.06)
----0.01 (0.09)
---0.002 (0.003)
----0.002 (0.003)

Variable
Intercept
Urbanicity
Latino population
School SES
10th grade Educational
Expectations
10th /12th grade OA intensity
Female
10th/12th grade OA intensity * female
! p < .10. * p < .05. ** p < .01. *** p < .001.

10th / 12th grade
Interaction
Effects Model
Coeff. (SE)
5.62*** (0.06)
-0.01 (0.09)
0.002 (0.003)
-0.002 (0.003)

----

0.45*** (0.04)

0.45*** (0.04)

----------

0.07*** (0.02)
0.10 (0.13)
----

0.07** (0.02)
0.10 (0.13)
0.000003 (0.009)
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Table 18. Regression Coefficients with Robust Standard Errors Predicting 12th grade
Educational Expectations from OA Consistency, Moderated by Sex
12th grade Educational Expectations

Variable
Intercept
Urbanicity
Latino population
School SES
10th grade Educational
Expectations
OA consistency
Female
OA consistency * female

Unconditional Model

Main Effects Model

Coefficient (SE)
5.62*** (0.07)
----------

Coefficient (SE)
5.63*** (0.06)
-0.02 (0.10)
0.002 (0.03)
-0.002 (0.003)

Interaction Effects
Model
Coefficient (SE)
5.63*** (0.06)
-0.01 (0.10)
0.002 (0.003)
-0.002 (0.003)

----

0.47*** (0.05)

0.47*** (0.004)

----------

0.41** (0.12)
0.09 (0.14)
----

0.65** (0.20)
0.40 (0.25)
-0.42+ (0.25)

! p < .10. * p < .05. ** p < .01. *** p < .001.

Family SES. Family SES was not a significant moderator of the relation between
OA intensity or OA consistency and 12th grade educational expectations, as seen in Table
19 and 20, respectively.
Table 19. Regression Coefficients with Robust Standard Errors Predicting 12th grade
Educational Expectations from 10th/12th grade OA Intensity, Moderated by Family SES
12th grade Educational Expectations
10th / 12th grade
Unconditional
Main Effects
Model
Model
Variable
Coeff. (SE)
Coeff. (SE)
Intercept
5.62*** (0.07)
5.62*** (0.06)
Urbanicity
----0.02 (0.09)
Latino population
---0.002 (0.003)
School SES
----0.002 (0.003)
10th grade Educational Expectations
---0.45*** (0.04)
10th /12th grade OA intensity
---0.06*** (0.02)
Family SES
---0.06 (0.09)
10th /12th grade OA intensity * SES
------! p < .10. * p < .05. ** p < .01. *** p < .001.

10th / 12th grade
Interaction
Effects Model
Coeff. (SE)
5.63*** (0.06)
-0.02 (0.09)
0.002 (0.003)
-0.002 (0.003)
0.45*** (0.04)
0.07*** (0.002)
0.07 (0.10)
-0.02 (0.02)
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Table 20. Regression Coefficients with Robust Standard Errors Predicting 12th grade
Educational Expectations from OA Consistency, Moderated by Family SES
12th grade Educational Expectations
Unconditional
Main Effects
Model
Model
Variable
Coeff. (SE)
Coeff. (SE)
Intercept
5.62*** (0.07)
5.63*** (0.06)
Urbanicity
----0.02 (0.10)
Latino population
---0.002 (0.003)
School SES
----0.001 (0.003)
10th grade Educational Expectations
---0.46*** (0.05)
OA consistency
---0.39** (0.13)
Family SES
---0.08 (0.10)
OA consistency * SES
-------

Interaction Effects
Model
Coeff. (SE)
5.63*** (0.06)
-0.02 (0.10)
0.002 (0.003)
0.09 (0.10)
0.46*** (0.05)
0.36+ (0.20)
0.09 (0.10)
0.02 (0.08)

! p < .10. * p < .05. ** p < .01. *** p < .001.

Academic Perceptions: School Belonging
10th/12th grade OA intensity. Findings from analyses examining the effects of
intensity of OA involvement in 10th/12th grade school belonging can be found in Tables
21, 23, and 25. There were no main effects of OA intensity on 12th grade school
belonging.
OA consistency. Adolescents who showed consistent OA involvement between
10th and 12th grade had significantly higher levels of school belonging in 12th grade, as
shown in Tables 22, 24, and 26.
Interaction Effects. The following section outlines the results for the models run
to determine the interaction effects of individual and family characteristics on the relation
between OA involvement and 12th grade school belonging.
Primary home language. Upon examining the moderation effects of primary
home language on the relation between OA intensity and school belonging, we did not
find a significant interaction, as shown in Table 21. Moreover, there was no significant
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interaction effect of home language on the relation between OA consistency and 12th
grade school belonging, as shown in Table 22.
Table 21. Regression Coefficients with Robust Standard Errors Predicting 12th grade
School Belonging from 10th /12th grade OA Intensity, Moderated by Primary Home
Language
12th grade School Belonging
Unconditional
Model
Variable
Intercept
Urbanicity
Latino population
School SES
10th grade School Belonging
10th /12th grade OA intensity
Non-English
10th/12th grade OA intensity * non-English

Coeff. (SE)
2.40*** (0.02)
----------------------

10th / 12th grade
Main Effects
Model
Coeff. (SE)
2.41*** (0.01)
0.03 (0.02)
-0.0004* (0.0006)
-0.001 (0.0006)
0.36*** (0.04)
0.002 (0.03)
-0.02 (0.03)
----

10th / 12th grade
Interaction
Effects Model
Coeff. (SE)
2.42*** (0.01)
0.03 (0.02)
-0.0003"(0.0006)
-0.001 (0.0006)
0.35*** (0.04)
0.00006 (0.004)
-0.02 (0.03)
0.003 (0.002)

! p < .10. * p < .05. ** p < .01. *** p < .001.

Table 22. Regression Coefficients with Robust Standard Errors Predicting 12th grade
School Belonging from OA Consistency, Moderated by Primary Home Language
12th grade School Belonging

Variable
Intercept
Urbanicity
Latino population
School SES
10th grade School Belonging
OA consistency
Non-English
OA consistency * non-English

Unconditional Model

Main Effects

Coeff. (SE)
2.40*** (0.02)
----------------------

Coeff. (SE)
2.41*** (0.01)
0.03 (0.02)
-0.0003"(0.0006)
-0.001 (0.0006)
0.36*** (0.04)
-0.003 (0.02)
-0.02 (0.03)
----

Interaction
Effects Model
Coeff. (SE)
2.41*** (0.01)
0.03 (0.02)
-0.0004 (0.0006)
-0.001 (0.0006)
0.36*** (0.04)
0.01 (0.05)
-0.001 (0.06)
-0.02 (0.06)

! p < .10. * p < .05. ** p < .01. *** p < .001.

Sex. We did not find a significant effect of sex on the relation between OA
intensity and 12th grade school belonging, as shown in Table 23. However, as seen in
Table 24, there was a significant interaction effect of sex on the relation between OA
consistency and school belonging. Post hoc probing provides evidence, as shown in
Figure 4, that boys with consistent OA involvement demonstrated significantly lower
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school belonging in 12th grade than males with no consistent OA involvement (b= -0.07,
p < .05), while there is no significant difference in 12th grade school belonging between
girls who have consistent OA involvement and girls who do not have consistent OA
involvement (b = 0.05, ns.)
Table 23. Regression Coefficients with Robust Standard Errors Predicting 12thgrade
School Belonging from 10th /12th grade OA Intensity, Moderated by Sex
12th grade School Belonging

Variable
Intercept
Urbanicity
Latino population
School SES
10th grade School Belonging
10th /12th grade OA intensity
Female
10th/12th grade OA intensity * Female

Unconditional
Model

10th / 12th grade
Main Effects Model

Coeff. (SE)
2.40*** (0.02)
----------------------

Coeff. (SE)
2.41*** (0.01)
0.03 (0.02)
-0.0004 (0.0006)
-0.001 (0.0006)
0.36*** (0.04)
0.001 (0.003)
0.001 (0.02)
----

10th / 12th grade
Interaction Effects
Model
Coeff. (SE)
2.42*** (0.01)
0.03 (0.02)
-0.0004 (0.0006)
-0.001 (0.0006)
0.34*** (0.04)
-0.0005 (0.004)
0.0009 (0.02)
0.005+ (0.003)

! p < .10. * p < .05. ** p < .01. *** p < .001.

Figure 4. OA Consistency Predicting 12th grade School Belonging, Moderated by Sex
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Table 24. Regression Coefficients with Robust Standard Errors Predicting 12th grade
School Belonging from OA Consistency, Moderated by Sex

Variable
Intercept
Urbanicity
Latino population
School SES
10th grade School Belonging
OA consistency
Female
OA consistency * female

12th grade School Belonging
Unconditional
Main Effects
Model
Model
Coeff. (SE)
Coeff. (SE)
2.40*** (0.02)
2.41*** (0.01)
---0.03 (0.02)
----0.0004 (0.0006)
----0.001 (0.0006)
---0.36*** (0.04)
----0.0003 (0.02)
---0.0003 (0.02)
-------

Interaction Effects
Model
Coeff. (SE)
2.41** (0.01)
0.03 (0.02)
-0.0004"(0.0006)
-0.001 (0.006)
0.35*** (0.04)
-0.07* (0.03)
-0.08* (0.04)
0.12** (0.04)

! p < .10.* p < .05. ** p < .01. *** p < .001.

Family SES. Further, there was no moderation effect of family SES on the
relation between OA intensity or OA consistency and 12th grade school belonging (see
Table 25 and 26, respectively).
Table 25. Regression Coefficients with Robust Standard Errors Predicting 12th grade
School Belonging from 10th /12th grade OA Intensity, Moderated by Family SES
12th grade School Belonging
Unconditional
Model
Variable
Intercept
Urbanicity
Latino population
School SES
10th grade School Belonging
10th /12th grade OA intensity
Family SES
10th /12th grade OA intensity * Family SES
! p < .10.* p < .05. ** p < .01. *** p < .001.

Coeff. (SE)
2.40*** (0.02)
----------------------

10th / 12th grade
Main Effects
Model
Coeff. (SE)
2.41*** (0.01)
0.03 (0.02)
-0.0004 (0.0006)
-0.001+ (0.0006)
0.36*** (0.04)
0.002 (0.003)
-0.006 (0.02)
----

10th / 12th grade
Interaction
Effects Model
Coeff. (SE)
2.42*** (0.01)
0.03 (0.02)
-0.0004 (0.0006)
-0.001 (0.0006)
0.36*** (0.04)
0.003 (0.003)
-0.003 (0.02)
-0.005 (0.004)
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Table 26. Regression Coefficients with Robust Standard Errors Predicting 12th grade
School Belonging from OA Consistency, Moderated by Family SES

Variable
Intercept
Urbanicity
Latino population
School SES
10th grade School Belonging
OA consistency
Family SES
OA consistency* Family SES

12th grade School Belonging
Unconditional
Main Effects
Model
Model
Coeff. (SE)
Coeff. (SE)
2.40*** (0.02)
2.41*** (0.01)
---0.03+ (0.01)
----0.0004 (0.0006)
----0.001+ (0.0006)
---0.36*** (0.04)
---0.001 (0.02)
----0.004 (0.02)
-------

Interaction
Effects Model
Coeff. (SE)
2.41*** (0.01)
0.03 (0.02)
-0.0004 (0.0006)
-0.001+ (0.0006)
0.36*** (0.04)
-0.008 (0.03)
-0.002 (0.02)
0.004 (0.01)

! p < .10. * p < .05. ** p < .01. *** p < .001.

Latino Adolescent Self- and Academic Perceptions as Predictors of
OA Involvement
In the next set of hypotheses, we predicted 12th grade OA involvement from an
adolescents’ 10th/12th grade self- and academic perceptions, controlling for earlier levels
of OA involvement, primary home language, family SES and number of siblings on the
individual/family level, and urbanicity, school Latino population, and school SES on the
school level.
12th grade OA Intensity
Self-worth. We expected that adolescents who showed higher self-worth would
demonstrate higher levels of OA intensity in 12th grade than those adolescents who had
lower levels of self-worth. We found a main effect of self-worth as shown in Table 27.
Adolescents with higher levels of self-worth were more intensely involved OAs in 12th
grade.
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Locus of control. In this model, we expected that adolescents with higher locus
of control would show higher levels of OA intensity in 12th grade (see Table 28). We
found a main effect of locus of control, such that higher locus of control was associated
with higher levels of OA intensity.
Educational expectations. In this model, as seen in Table 29, we examined the
main effects of educational expectations on 12th grade intensity. We also found a
significant main effect of educational expectations on OA intensity, where adolescents
with higher educational expectations showed higher levels of OA intensity in 12th grade.
School belonging. As shown in Table 30, we examined the main effects of
school belonging and sex on 12th grade intensity. We did not find a main effect of school
belonging on 12th grade OA intensity.
Interaction Effects. The following results describe the interaction effects of sex
on the relation between self-worth and OA intensity.
Sex. There was no significant interaction effect of sex on the relations between
OA intensity and self-worth, locus of control, educational expectations, and school
belonging (see Table 27, 28, 29, and 30, respectively).
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Table 27. Regression Coefficients with Robust Standard Errors Predicting 12th grade OA
Intensity from 10th/12th grade Self-Worth, Moderated by Sex
12th grade OA Intensity
Unconditional
Model
Variable
Intercept
Non-English
Family SES
Number of Siblings
Urbanicity
Latino population
School SES
10th grade OA intensity
10th /12th grade Self-Worth
Female
10th /12th grade Self-Worth * female

Coeff. (SE)
0.11 (0.11)
----------------------------

10th / 12th grade
Main Effects
Model
Coeff. (SE)
0.09 (0.10)
0.27 (0.22)
0.18 (0.16)
0.15* (0.07)
-0.03 (0.14)
-0.001 (0.004)
0.003 (0.006)
0.49*** (0.09)
0.77* (0.27)
-0.38* (0.18)
----

10th / 12th grade
Interaction
Effects Model
Coeff. (SE)
0.09 (0.11)
0.28 (0.23)
0.18 (0.16)
0.15* (0.07)
-0.02 (0.14)
-0.001 (0.004)
0.003 (0.006)
0.49*** (0.06)
0.76* (0.33)
-0.38* (0.18)
0.02 (0.17)

! p < .10. * p < .05. ** p < .01. *** p < .001.

Table 28. Regression Coefficients with Robust Standard Errors Predicting 12th grade OA
Intensity from 10th/12th grade Locus of Control, Moderated by Sex
12th grade OA Intensity

Unconditional
Model
Variable
Intercept
Non-English
Family SES
Number of Siblings
Urbanicity
Latino population
School SES
10th grade OA intensity
10th / 12th grade Locus of Control
Female
10th / 12th grade Locus of Control * female
! p < .10. * p < .05. ** p < .01. *** p < .001.

Coeff. (SE)
0.11 (0.11)
-------------------------------

10th / 12th grade
Main Effects
Model
Coeff. (SE)
0.09 (0.10)
0.25 (0.22)
0.13 (0.15)
0.15* (0.07)
-0.05 (0.13)
-0.001 (0.004)
0.002 (0.005)
0.49*** (0.06)
0.84** (0.28)
-0.50** (0.17)
----

10th / 12th grade
Interaction
Effects Model
Coeff. (SE)
0.08 (0.10)
0.25 (0.22)
0.13 (0.15)
0.15* (0.07)
-0.05 (0.13)
-0.001 (0.004)
0.002 (0.005)
0.49*** (0.06)
0.82** (0.29)
-0.50** (0.16)
0.04 (0.14)
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Table 29. Regression Coefficients with Robust Standard Errors Predicting 12th grade OA
Intensity from 10th/12th grade Educational Expectations, Moderated by Sex
12th grade OA Intensity

Unconditional
Model
Variable
Intercept
Non-English
Family SES
Number of Siblings
Urbanicity
Latino population
School SES
10th grade OA intensity
10th / 12th grade Educational Expectations
Female
10th/12th grade Educational Expectations * female

Coeff. (SE)
0.11 (0.11)
-------------------------------

10th/12th grade
Main Effects
Model
Coeff. (SE)
0.09 (0.10)
0.28 (0.23)
0.06 (0.15)
0.13* (0.06)
0.02 (0.15)
0.0001 (0.004)
0.002 (0.005)
0.47*** (0.05)
0.31*** (0.07)
-0.49** (0.18)
----

10th /12th grade
Interaction
Effects Model
Coeff. (SE)
0.09 (0.10)
0.27 (0.23)
0.06 (0.15)
0.13* (0.06)
0.02 (0.14)
0.0001 (0.0004)
0.002 (0.005)
0.47*** (0.05)
0.29** (0.09)
-0.49** (0.18)
0.02 (0.03)

! p < .10. * p < .05. ** p < .01. *** p < .001.

Table 30. Regression Coefficients with Robust Standard Errors Predicting 12th grade OA
Intensity from 10th/12th grade School Belonging, Moderated by Sex
12th grade OA Intensity
Unconditional
Model
Variable
Intercept
Non English
Family SES
Number of Siblings
Urbanicity
Latino population
School SES
10th grade OA intensity
10th /12th grade School Belonging
Female
10th /12th grade School Belonging * female

Coeff. (SE)
0.11 (0.11)
----------------------------

10th / 12th grade
Main Effects
Model
Coeff. (SE)
0.09 (0.10)
0.19 (0.22)
0.14 (0.16)
0.15+ (0.08)
-0.07 (0.13)
0.0006 (0.004)
0.003 (0.005)
0.52*** (0.06)
0.57 (0.51)
-0.50** (0.18)
----

10th / 12th grade
Interaction
Effects Model
Coeff. (SE)
0.09 (0.10)
0.20 (0.22)
0.15 (0.17)
0.15+ (0.08)
-0.07 (0.13)
0.0005 (0.004)
0.15 (0.17)
0.52*** (0.07)
0.51 (0.62)
-0.5** (0.19)
0.10 (0.26)

! p < .10. * p < .05. ** p < .01. *** p < .001.

OA Consistency
The models in this section predicting OA consistency are predicting the likelihood
of an adolescent being involved in at least one OA from 10th to 12th grade.
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Self-worth. A main effect of self-worth was found as shown in Table 31.
Adolescents who had higher levels of self-worth showed consistent OA involvement. In
order to make these results more interpretable, we converted the significant results of this
dichotomous outcome to probabilities, using the formula

, and determining

that = 0.67 for self-worth. This indicates that for a one-unit increase in self-worth, an
adolescent is 67% more likely to have consistent OA involvement.
Locus of control. We expected that locus of control would be associated with
OA consistency, such that adolescents with higher locus of control would show
consistency in OA involvement; however, there was not a main effect of locus of control
in predicting OA consistency.
Educational expectations. We found a main effect of educational expectations,
such that adolescents who have higher educational expectations are more likely to have
consistent OA involvement in high school. This indicates that for a one-unit increase in
educational expectations, an adolescent is 62% more likely to have consistent OA
involvement.
School belonging. We examined the main effects of an adolescents’ school
belonging on OA consistency, but did not find a significant main effect of school
belonging on consistent OA involvement.
Interaction Effects. The effect of sex on the relation between OA consistency
and each of the predictor variables was examined in the following section.
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Sex. There was no significant interaction effect of sex on the relation between OA
consistency and self-worth, locus of control, educational expectations, or school
belonging (see Tables 31, 32, 33, and 34, respectively).
Table 31. Regression Coefficients with Robust Standard Errors Predicting OA
Consistency from 10th/12th grade Self-Worth, Moderated by Sex
OA Consistency
Unconditional
Model
Variable
Intercept
Non English
Family SES
Number of Siblings
Urbanicity
Latino population
School SES
10th /12th grade Self-Worth
Female
10th /12th grade Self-Worth * female

Coeff. (SE)
0.95*** (0.13)
----------------------------

10th / 12th grade
Main Effects
Model
Coeff. (SE)
1.01*** (0.12)
-0.28 (0.20)
0.60** (0.17)
0.07 (0.09)
0.19 (0.18)
-0.0004 (0.005)
0.0003 (0.006)
0.72* (0.28)
-0.24 (0.20)
----

10th / 12th grade
Interaction Effects
Model
Coeff. (SE)
1.00*** (0.12)
-0.34 (0.31)
0.60** (0.18)
0.07 (0.09)
0.18 (0.18)
-0.0005 (0.005)
-0.0005 (0.006)
0.86** (0.28)
-0.26 (0.20)
-0.18 (0.19)

! p < .10. * p < .05. ** p < .01. *** p < .001.

Table 32. Regression Coefficients with Robust Standard Errors Predicting OA
Consistency from 10th/12th grade Locus of Control, Moderated by Sex
OA Consistency
Unconditional
Model
Variable
Intercept
Non English
Family SES
Number of Siblings
Urbanicity
Latino population
School SES
10th /12th grade locus of control
Female
10th/12th grade locus of control* female
! p < .10. * p < .05. ** p < .01. *** p < .001.

Coeff. (SE)
0.95*** (0.13)
----------------------------

10th / 12th grade
Main Effects
Model
Coeff. (SE)
1.00*** (0.12)
-0.31 (0.29)
0.56** (0.16)
0.07 (0.09)
0.16 (0.19)
-0.00004 (0.005)
-0.0007 (0.006)
0.54! (0.28)
-0.34! (0.19)
----

10th / 12th grade
Interaction
Effects Model
Coeff. (SE)
1.01*** (0.12)
-0.30 (0.27)
0.56** (0.16)
0.06 (0.08)
0.16 (0.20)
-0.0002 (0.006)
-0.0004 (0.006)
0.60* (0.27)
-0.34+ (0.19)
-0.09 (0.22)
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Table 33. Regression Coefficients with Robust Standard Errors Predicting OA
Consistency from 10th/12th grade Educational Expectations, Moderated by Sex
OA Consistency

Coeff. (SE)
0.95*** (0.13)
-------------------------

10th / 12th grade
Main Effects
Model
Coeff. (SE)
1.05*** (0.13)
-0.24 (0.27)
0.41* (0.17)
0.05 (0.08)
0.29 (0.18)
0.0006 (0.006)
-0.001 (0.006)
0.47*** (0.10)
-0.34 (0.21)

10th / 12th grade
Interaction Effects
Model
Coeff. (SE)
1.03*** (0.12)
-0.24 (0.26)
0.40* (0.16)
0.05 (0.08)
0.29 (0.19)
0.0005 (0.005)
-0.001 (0.006)
0.48*** (0.11)
-0.33+ (0.19)

----

----

0.01 (0.05)

Unconditional
Model
Variable
Intercept
Non English
Family SES
Number of Siblings
Urbanicity
Latino population
School SES
10th/12th grade educational expectations
Female
10th /12th grade educational
expectations * female
! p < .10. * p < .05. ** p < .01. *** p < .001.

Table 34. Regression Coefficients with Robust Standard Errors Predicting OA
Consistency from 10th/12th grade School Belonging, Moderated by Sex
OA Consistency
Unconditional
Model
Variable
Intercept
Non English
Family SES
Number of Siblings
Urbanicity
Latino population
School SES
10th / 12th grade school belonging
Female
10th/12th grade school belonging* female
! p < .10.* p < .05. ** p < .01. *** p < .001.

Coeff. (SE)
0.95*** (0.13)
----------------------------

10th / 12th grade
Main Effects
Model
Coeff. (SE)
1.00*** (0.12)
-0.35 (0.29)
0.59*** (0.17)
0.06 (0.09)
0.15 (0.18)
0.0006 (0.005)
-0.0004 (0.006)
-0.27 (0.44)
0.06 (0.09)
----

10th / 12th grade
Interaction
Effects Model
Coeff. (SE)
1.00*** (0.12)
-0.34 (0.29)
0.60** (0.17)
0.06 (0.09)
0.15 (0.18)
0.0006 (0.005)
-0.0004 (0.006)
-0.28 (0.43)
-0.29 (0.19)
0.08 (0.57)

CHAPTER FIVE
DISCUSSION
Although there has been an increase in literature examining OA involvement
among Latino adolescents and its’ impact on well-being (Farrell, 2008; Peguero, 2011;
Towe, 2010; Weisburd, 2008), there are still inconsistencies in the literature regarding the
influence of OA involvement on Latino adolescents. The purpose of this study was to
better understand the relation between OA involvement and well-being in Latino
adolescents in the United States. Utilizing a nationally representative dataset, the aims of
this study were two-fold. First, we sought to increase knowledge about the influence of
OA involvement on Latino adolescent well-being. Through the use of two indices of OA
involvement, intensity and consistency, we were interested in seeing if higher levels of
OA involvement predicted more positive self- and academic perceptions. Furthermore,
we believed that three factors of an adolescents’ life would be important in explaining
these relations: primary home language, sex, and family SES. Our second aim was to
further expand knowledge about certain individual characteristics that may help explain
OA involvement among Latino adolescents. In particular, we were interested in
understanding if more positive self- and academic perceptions influenced Latino
adolescents’ OA involvement. In this case, we believed that sex would be important in
explaining these relations.
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The findings from this study shed light on the relation between OA involvement
and Latino adolescents in several significant ways. First, past research has shown that
Latinos have lower levels of OA involvement than other ethnic groups (Darling, 2005;
Peguero, 2010; Theokas & Bloch, 2006). Among the adolescents in this study, however,
we found a relatively high level of OA involvement, both in terms of intensity and
consistency. Intensity of OA involvement appeared to increase from 10th to 12th grade,
from 25% in 10th grade to 35% in 12th grade. About 75% of adolescents showed
consistent involvement from 10th to 12th grade. It was interesting to find higher levels of
OA involvement among these adolescents, since other studies have shown that there are
fewer opportunities for Latino adolescents to participate in OA (Gardner et al., 2008;
Mahoney et al., 2005). One study found that Latino adolescents that were foreign-born
were more likely to participate in OA than those who were native to the United States
(Simpkins et al., 2011). To explain this finding, Simpkins and colleagues (2011)
propose that foreign-born adolescents utilize OAs as a way to build social capital and
gain a sense of acculturation. It is possible that the reason the adolescents in this study
had higher rates of OA involvement was because of their immigrant generational status.
We did not have access to this information, but future research should take this factor into
consideration. As will be discussed shortly, immigrant generational status may be an
important factor not only in explaining increased involvement of Latino adolescents, but
also in explaining the relation between OA involvement and well-being.
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Second, we found that the Latino adolescents in this study had higher educational
expectations than has been previously reported. Despite the fact that only about 10% of
parents had graduated from college or gone beyond college, more than 65% of
adolescents had expectations to graduate from college or go beyond college in 12th grade.
In other studies, the educational expectations among Latino adolescents to graduate from
college or go beyond college have ranged from 28 to 48% (Kohler & Lazarin, 2007;
Lopez, 2009; Pew Research Center, 2007). It is possible that the adolescents in this
sample are attending schools that foster high educational expectations among its’
students, whether through teacher expectations or curriculum that focuses on higher
educational attainment. This supports evidence that although the educational attainment
of Latinos has been shown to be lower than for other ethnic groups (Kewal Ramani,
Gilbertson, & Fox, 2007), many Latino adolescents and their parents aspire college
graduation or further (Do & Mancillas, 2006; Lopez, 2009; Schneider, Martinez, &
Owens, 2006). Their involvement in organized activities may serve as a way for them to
foster these expectations.
Third, findings from this study revealed that OA intensity had a significant main
effect on both types of self-perceptions, self-worth and locus of control, as well as on
educational expectations. Even after controlling for prior levels of well-being,
adolescents with higher levels of OA intensity showed higher levels of self-worth, which
is consistent with previous research (Erkut & Tracy, 2002; Riggs et al., 2010). In a study
of Australian adolescents, researchers also found a strong link between OA involvement
and a positive sense of self-worth, particularly for adolescents from low SES schools
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(Blomfield & Barber, 2011). Likewise, OA intensity demonstrated an effect on
educational expectations on Latino adolescents in this study. Previous research has
shown adolescents that become more involved in OAs show higher educational
expectations (Busseri et al., 2006; Fredricks & Eccles, 2006 (a); Rose-Krasnor et al.,
2006). In Latino adolescents, higher educational expectations can have a strong impact
on the future educational attainment of adolescents, as has been shown in previous
studies (Beal & Crockett, 2010). As may be the case in this study, researchers suggest
that the positive experiences that come from OA involvement play an important role in
adolescents’ development, particularly for those from less-advantaged environments,
whether they are members of low-income families or under-resourced schools. The
experiences afforded in OAs during Latino’s adolescent years may have positive effects
on their self-perceptions that counteract negative implications of their environments.
Another interesting finding shows that although there was a main effect of OA
intensity on 12th grade locus of control for Latino adolescents, it was moderated by
family SES. Adolescents from low SES households with higher levels of OA intensity
showed significantly higher levels of locus of control, whereas adolescents from high
SES households showed no difference in locus of control with increasing levels of OA
intensity. It has been previously suggested that OA involvement could promote social
capital among adolescents from lower SES families, which may help improve their
achievement (Broh, 2002). More recent studies have shown that SES does not moderate
the relation between OA involvement and positive outcomes (Mahoney & Vest, 2012),
although this study does not focus on the moderation effects of SES on Latino
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adolescents’ OA involvement. Even though more than 70% of the families in this
sample were below the median income level for that time period, meaning that there is
not a great deal of variability in the sample, we found a significant moderation of SES on
the relation between OA involvement and youth outcomes in this sample. Future
research should seek to explore this association with a sample with more diverse levels of
SES.
Although it was expected that OA consistency would also play a role in both selfand academic perceptions, a fifth important finding revealed that OA consistency was
only a significant predictor of academic perceptions. Educational expectations and
school belonging among Latino adolescents in this study were higher for those who had
consistent OA involvement in high school than for those who did not have consistent OA
involvement, even after controlling for prior levels of educational expectations and
school belonging, respectively. Consistent with the findings from this group of Latino
adolescents, previous research has found that consistent involvement in OA across the
adolescent years was positively linked to higher educational expectations in late
adolescence as well as higher educational status in young adulthood (Mahoney et al.,
2003). Increased self-perceptions in Latino adolescents are of utter importance,
particularly because Latino adolescents tend to be enrolled in under-resourced schools,
with large class sizes and under-trained teachers (Schneider et al., 2006).
Notably, sex only moderated the relation between consistent involvement in OAs
and school belonging. Boys who showed consistent OA involvement had significantly
lower school belonging than boys who did not show consistent OA involvement.
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Furthermore, there was no difference in school belonging for girls with consistent OA
involvement and girls with no consistent OA involvement. Some research has found that
higher involvement in some OAs, such as sports, may have a negative effect on a boys’
development (Randall & Bohnert, 2012). It is possible that the boys in this sample had
higher rates of involvement in activities related to sports, triggering them to have lower
levels of school belonging. Perhaps this negative effect of OA consistency for boys’ 12th
grade school belonging is being driven by their involvement in sports. Future research
should seek to test the effects of OA involvement on well-being, examining activity type
more closely.
Our next set of findings provides more information about the profiles of Latino
adolescents who become involved in OAs. As mentioned previously, there has not been
much research that has examined characteristics that contribute to Latino adolescents’
involvement in OAs (Peguero, 2010; Simpkins et al., 2011). Moreover, there is no
research that examines how self- and academic perceptions predict OA involvement
among Latino adolescents. In this study, findings about the relevance of self-perceptions
and academic perceptions as predictors of OA involvement provided support that higher
levels of well-being in Latino adolescents leads to significantly higher levels of OA
involvement. More specifically, higher self-perceptions, both self-worth and locus of
control, in high school led to higher levels of OA intensity in 12th grade. Previous
research has shown that adolescents with higher levels of self-worth are more inclined to
participate because they expect to gain more positive rewards from their experiences
(Bohnert et al., 2007). Perhaps Latino adolescents who feel better about themselves and
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who feel more in control over their lives are more prone to being involved at higher
levels throughout high school. Furthermore, higher levels of educational expectations
were associated with a higher likelihood of consistent OA involvement. A previous
study showed that Latino adolescents who had higher educational expectations were
more likely to be involved in OAs (Cabrera & Rodriguez, 2011), which confirms the
findings from this study. These findings regarding the profiles of Latino adolescents
point to the importance of providing Latino adolescents, who show lower levels of selfand academic perceptions, with positive developmental experiences where they feel
comfortable about becoming involved in OAs, ultimately being able to benefit from these
experiences.
Methodological Considerations
The present study had several limitations that merit consideration. First, one of
the main limitations of this study is the age of the dataset. As noted previously, the
Latino population has grown substantially in the last two decades, from about 22.4
million in 1990 to about 52 million in 2011 (U.S. Census Bureau, 2012). Currently, more
than 90% of Latinos under the age of 18 were born in the United States (Maxwell, 2012).
The unique characteristics of second generation Latino youth may play a role in
explaining how OAs influence self and academic perceptions and likewise, how
perceptions influence OA involvement. Research with adolescents is currently exploring
these characteristics and attempting to provide more information about which Latino
adolescents become involved, taking into consideration the current political and social
climate surrounding Latinos in this country. A related limitation of the dataset is the lack
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of information available about adolescents’ generational status or immigration status,
since it has been found that generational status may influence OA involvement (Fredricks
& Simpkins, 2012; Piha, 2010; Simpkins et al., 2012) and how it influences well-being
(Fuligni, 1997; Oseguera & Malagon, 2011). Future studies should seek additional
information about an adolescents’ generational status to help explain some of the
unexpected findings in this study.
OA research has recommended that the relation between OA involvement and
well-being be explored by type of activity, which points to the second limitation of this
study (Bohnert et al., 2010; Broh, 2002; Fredricks & Eccles, 2006). The NELS:88 dataset
did not offer information about consistency in specific activities. A study by Schreiber &
Chambers (2002) found that the influence of in-school and out-of-school activities was
not a zero-sum concept, where activities affected all adolescents in the same way. They
highlight the importance of exploring how specific activities are linked to success for
specific ethnic groups, since their findings did not show the same effect for all students.
Previous research has shown that involvement in prosocial activities or high school clubs
and sports has no effect or a negative effect on self-worth (Fredricks & Eccles, 2006b;
Rees & Howell, 1990; Schmidt & Padilla). It is possible that the types of activities in
which these Latino adolescents are involved are affecting their self-perceptions
differently. Future research should seek additional information about the types of
activities in which adolescents are involved and explore the specific impact of them on
self- and academic perceptions for Latino adolescents. We also recommend that future
research provides specific information about aspects of the OA that may help explain
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how OA involvement influences well-being, such as program/activity quality,
relationships with adults/leaders, and peer relationships (Gardner et al., 2008). Future
studies must examine the factors of particular settings that make Latino adolescents feel
comfortable and that lead to their success (Fredricks & Simpkins, 2012; Piha, 2010).
Future Directions
Although the current study provides more information about the relations between
OA involvement and well-being among Latino adolescents, future research should focus
on addressing several key issues. First, Latinos are a heterogeneous group with varying
cultural and familial experiences. Parents from more populous countries in Latin
American may have more familiarity with OAs and be more inclined to encourage their
adolescents to participate, whereas parents from smaller towns or ranches may not be
familiar with what goes on in OAs and feel less trustworthy of their adolescents spending
time with adults other than their relatives (Valladares & Ramos, 2011). It is important to
consider the relevance of immigrant generational status in future work. Research has
shown that Latino students’ experiences differ by immigrant generational status (Kao &
Tienda, 1995; Peguero, 2011; Portes & Rumbaut, 2001). Parents who are second or third
generation immigrants are more likely to be familiar with the after-school and organized
activity system. It is possible that this influences their adolescent’s decision to participate.
Information about families’ immigration status was not available in this study, but this
information may influence which activities adolescents become involved in and expose
more information about self and academic perceptions (Peguero, 2010).
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Another key issue future research should address is exploring the relations
between OA involvement and well-being through the perspective of Latino adolescents.
Qualitative studies provide a unique opportunity for researchers to probe further into why
adolescents become involved in activities and how these activities affect their
development, particularly for minority individuals (Krueger, 1994). A recent qualitative
study explored how macro factors, such as SES, ethnicity, culture, and immigration
influenced the OA involvement of Latino adolescents (Simpkins et al., 2013). Future
studies should seek more qualitative information from Latino adolescents both to explain
how OA involvement influences their self- and academic perceptions and how these
perceptions influence involvement. It is particularly important to investigate the reasons
Latino adolescents get involved because it may be that cultural values influence their
non-participation. Latino youth may not be interested in participating or their parents
may not value participation (Simpkins et al., 2013). It will be important to explore
programs or activities that integrate parents and families, especially those whose goal is
for parents to feel that the program will not lead to separation or for adolescents to feel
that they are choosing between their families and activities (Simpkins et al., 2013).
Integrating familial and cultural values into programming could be of essence in
increasing involvement among this particular group of adolescents.
In order to tackle the achievement gaps among Latino adolescents, it is imperative
to find environments in which Latino adolescents can thrive in order to create
opportunities where their self and academic perceptions are fostered and their chances for
success are a reality (White House, 2010). Therefore, there is a powerful implication of
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OA involvement on the positive youth development of Latino adolescents in this country.
This study is line with previous research which has begun to document the benefits of
OA involvement among Latino adolescents, including the lower likelihood of dropping
out of school (Davalos et al., 1999). Through the use of HLM, the current study provides
confirmation that higher levels of OA involvement are generally beneficial for Latino
adolescents’ well-being, and more specifically that OA intensity can serve as a protective
factor for adolescents from low SES households. Although more research is needed in
order to clarify why there is a negative effect of consistency on school belonging for
boys, the overall findings point in the direction that parents, teachers, and adults should
encourage Latino adolescents to become involved in OAs. As Pilar O’Cadiz, Project
Scientist in the Department of Education at UC-Irvine states:
“[T]he afterschool space should be one where Latino youth can express their
unique identities and interests and take on leadership roles…giving them license
to be active in their communities and to assert their vision, breaking the
gangbanger, ‘illegal alien’ and sleeping peasant under the cactus stereotypes that
alarmingly continue to plague commercial media, sending negative messages to
our youth. Afterschool can allow Latino youth to discover the tremendous value
of the people and cultural resources in their neighborhoods, as well as explore
beyond the barrio boundaries and gain the requisite cultural capital to navigate the
larger society with confidence. These opportunities are invaluable since many
Latino and immigrant families hesitate to leave their enclave, and often lack the
means of transportation, economic resources and social network to offer their
children experiences outside the community. This is particularly true for girls
who in Latino culture are more protected and are often tied to household duties
such as caring for younger siblings when not in school or at work. Afterschool
programs hence provide freedom for Latino/a girls (and boys) to be safe from a
range of risky and exploitive conditions while expanding their horizons.” (Piha,
2010).
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The goal of policy regarding OA involvement among Latino adolescents should
be to develop programs and OAs that are culturally relevant and of high-quality,
emphasizing the principles of PYD. As mentioned previously, the goals of PYD are to
promote positive relationships with peers, emphasize youths’ strengths, provide
opportunities to learn healthy behaviors, connect youth with caring adults, empower
youth to assume leadership roles in organized activities, and challenge youth in ways that
build their competence (National Conference of State Legislatures, 2010). A natural
way to accomplish these goals is to develop OAs in schools and communities that are
culturally-sensitive, considering components of Latino adolescents that are vital for their
inclusion and that will increase their prospects of becoming involved (Landale, Oropesa,
& Bradatan, 2006), increasing their likelihood of success. Given the social and political
climate in this country, and the persistent educational gap of Latino adolescents, research
should continue to shed light on the factors that contribute to increased self and academic
perceptions among Latino adolescents and how OA involvement could facilitate this
growth.

APPENDIX A
COMPLETE LIST OF HIERARCHICAL LINEAR MODELS
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Hierarchical Linear Models of Effects of OA Involvement on Latino Adolescent Well-Being
12th grade Self-Worth
Model
Number

Model Type

Covariate

Level 1Independent
Variable(s)

School-level
covariates

Unconditional
Model

----

----

----

A2

Main Effect
Model

10th grade
SW

10th/12th grade
OA intensity

A3

Interaction
Effect

10th grade
SW

10th/12th grade
OA intensity

A4

Main Effect
Model

10th grade
SW

10th/12th grade
OA intensity

A5

Interaction effect
model

10th grade
SW

10th/12th grade
OA intensity

A6

Main Effect
Model

10th grade
SW

10th/12th grade
OA intensity

A7

Interaction
Effect Model

10th grade
SW

10th/12th grade
OA intensity

A8

Main Effect
Model

10th grade
SW

OA
Consistency

A9

Interaction
Effect Model

10th grade
SW

OA
Consistency

A10

Main Effect

10th grade

OA

Urbanicity
Latino population
School SES
Urbanicity
Latino population
School SES
Urbanicity
Latino population
School SES
Urbanicity
Latino population
School SES
Urbanicity
Latino population
School SES
Urbanicity
Latino population
School SES
Urbanicity
Latino population
School SES
Urbanicity
Latino population
School SES
Urbanicity

Interaction(s)

----

----

Non-English

----

Non-English

10th/12th grade intensity *
non-English

Female

----

Female

10th/12th grade intensity * female

Family SES

----

Family SES

10th/12th grade intensity * SES

Non-English

----

Non-English

OA consistency * non-English

Female

----
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A1

Moderator

Model

SW

Consistency

A11

Interaction
Effect Model

10th grade
SW

OA
Consistency

A12

Main Effect
Model

10th grade
SW

OA
Consistency

A13

Interaction
Effect Model

10th grade
SW

OA
Consistency

Latino population
School SES
Urbanicity
Latino population
School SES
Urbanicity
Latino population
School SES
Urbanicity
Latino population
School SES

Female

OA consistency * female

Family SES

----

Family SES

Consistency* family SES

Note: Significant terms for each model are in bold.
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12th grade Locus of Control
Model
Number

Model Type

Covariate

Level 1Independent
Variable(s)

School-level
covariates

Unconditional
model

-----

-----

----

B2

Main Effects
models

10th grade
Locus

10th/12th grade
OA intensity

B3

Interaction
Effect Model

10th grade
Locus

10th/12th grade
OA intensity

B4

Main Effect
Model

10th grade
Locus

10th/12th grade
OA intensity

B5

Interaction
Effect Model

10th grade
Locus

10th/12th grade
OA intensity

B6

Main Effect
Model

10th grade
Locus

10th/12th grade
OA intensity

B7

Interaction
Effect Model

10th grade
Locus

10th/12th grade
OA intensity

B8

Main Effect
Model

10th grade
Locus

OA
Consistency

B9

Interaction
Effect Model

10th grade
Locus

OA
Consistency

B10

Main Effect
Model

10th grade
Locus

OA
Consistency

B11

Interaction

10th grade

OA

Urbanicity
Latino population
School SES
Urbanicity
Latino population
School SES
Urbanicity
Latino population
School SES
Urbanicity
Latino population
School SES
Urbanicity
Latino population
School SES
Urbanicity
Latino population
School SES
Urbanicity
Latino population
School SES
Urbanicity
Latino population
School SES
Urbanicity
Latino population
School SES
Urbanicity

Interaction(s)

-----

----

Non- English

----

Non- English

10th/12th grade OA intensity * nonEnglish

Female

----

Female

10th/12th grade OA intensity *
female

Family SES

----

Family SES

10th/12th grade OA intensity * SES

Non-English

----

Non-English

OA consistency * non-English

Female

----

Female

OA consistency * female
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B1

Moderator

Effect Model

Locus

Consistency

B12

Main Effect
Model

10th grade
Locus

OA
Consistency

B13

Interaction
Effect Model

10th grade
Locus

OA
Consistency

Latino population
School SES
Urbanicity
Latino population
School SES
Urbanicity
Latino population
School SES

Family SES

----

Family SES

Consistency* family SES

Note: Significant terms for each model are in bold.
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Model
Number

Model Type

12th grade Educational Expectations (Ed Expect)
Level 1School-level
Covariate
Independent
Moderator
covariates
Variable(s)

Unconditional
model

-----

-----

C2

Main effect
model

10th grade
Ed Expect

10th/12th grade
OA intensity

C3

Interaction Effect
Model

10th grade
Ed Expect

10th/12th grade
OA intensity

C4

Main Effect
Model

10th grade
Ed Expect

10th/12th grade
OA intensity

C5

Interaction Effect
Model

10th grade
Ed Expect

10th/12th grade
OA intensity

C6

Main Effect
Model

10th grade
Ed Expect

10th/12th grade
OA intensity

C7

Interaction Effect
Model

10th grade
Ed Expect

10th/12th grade
OA intensity

C8

Main Effect
Model

10th grade
Ed Expect

OA
Consistency

C9

Interaction Effect
Model

10th grade
Ed Expect

OA Consistency

C10

Main Effect
Model

10th grade
Ed Expect

OA
Consistency

C11

Interaction Effect
Model

10th grade
Ed Expect

OA
Consistency

Urbanicity
Latino population
School SES
Urbanicity
Latino population
School SES
Urbanicity
Latino population
School SES
Urbanicity
Latino population
School SES
Urbanicity
Latino population
School SES
Urbanicity
Latino population
School SES
Urbanicity
Latino population
School SES
Urbanicity
Latino population
School SES
Urbanicity
Latino population
School SES
Urbanicity
Latino population

-----

----

Non-English

----

Non-English

10th/12th grade OA intensity *
non-English

Female

----

Female

10th/12th grade OA intensity *
female

Family SES

----

Family SES

10th/12th grade OA intensity *
SES

Non-English

----

Non-English

OA consistency * nonEnglish

Female

----

Female

OA consistency * female
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C1

Interaction(s)

C12

Main Effect
Model

10th grade
Ed Expect

OA
Consistency

C13

Interaction Effect
Model

10th grade
Ed Expect

OA Consistency

School SES
Urbanicity
Latino population
School SES
Urbanicity
Latino population
School SES

Family SES

----

Family SES

Consistency* family SES

Note: Significant terms for each model are in bold.

93

Model
Number

Model Type

Covariate

12th grade School Belonging
Level 1School-level
Independent
covariates
Variable(s)

Unconditional
model

-----

-----

----

D2

Main Effects
model

10th grade
Belong

10th/12th grade
OA intensity

Interaction
effects model

10th grade
Belong

10th/12th grade
OA intensity

D4

Main effects
model

10th grade
Belong

10th/12th grade
OA intensity

D5

Interaction
effects model

10th grade
Belong

10th/12th grade
OA intensity

D6

Main effects
model

10th grade
Belong

10th/12th grade
OA intensity

D7

Interaction
effects model

10th grade
Belong

10th/12th grade
OA intensity

D8

Main effects
model

10th grade
Belong

OA
Consistency

D9

Interaction
effects model

10th grade
Belong

OA
Consistency

D10

Main effects
model

10th grade
Belong

OA
Consistency

D11

Interaction
effects model

10th grade
Belong

OA
Consistency

Urbanicity
Latino population
School SES
Urbanicity
Latino population
School SES
Urbanicity
Latino population
School SES
Urbanicity
Latino population
School SES
Urbanicity
Latino population
School SES
Urbanicity
Latino population
School SES
Urbanicity
Latino population
School SES
Urbanicity
Latino population
School SES
Urbanicity
Latino population
School SES
Urbanicity
Latino population

D3

Interaction(s)

-----

----

Non-English

----

Non-English

10th/12th grade OA intensity *
non-English

Female

----

Female

10th/12th grade OA intensity *
female

Family SES

----

Family SES

10th/12th grade OA intensity *
SES

Non-English

----

Non-English

OA consistency * non-English

Female

----

Female

OA consistency * female
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D1

Moderator

D12

Main effects
model

10th grade
Belong

OA
Consistency

D13

Interaction
effects model

10th grade
Belong

OA
Consistency

School SES
Urbanicity
Latino population
School SES
Urbanicity
Latino population
School SES

Family SES

----

Family SES

Consistency* family SES

Note: Significant terms for each model are in bold.
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Hierarchical Linear Models of Effects of Well-Being on Latino Adolescent OA Involvement
12th grade OA Intensity
Model

E1

Model Type
Unconditional
Model

E2

Main Effect Model

E3

Interaction Effect
Model

E4

Main Effect Model

E5

Interaction Effect
Model

E6

Main Effect Model

Covariate(s)

----

Level-2 Control
Variables

Moderator(s)

Interaction(s)

----

----

----

----

10th /12th grade
SW

Urbanicity
Latino population
School SES

Female

----

10th /12th grade
SW

Urbanicity
Latino population
School SES

Female

10th /12th grade SW* female

10th /12th grade
Locus

Urbanicity
Latino population
School SES

Female

----

10th /12th grade
Locus

Urbanicity
Latino population
School SES

Female

10th /12th grade Locus* female

10th /12th grade
Educational
Expectations

Urbanicity
Latino population
School SES

Female

---96

10th grade
intensity
Non-English
# of siblings
Family SES
10th grade
intensity
Non-English
# of siblings
Family SES
10th grade
intensity
Non-English
# of siblings
Family SES
10th grade
intensity
Non-English
# of siblings
Family SES
10th grade
intensity
Non-English
# of siblings
Family SES

Level-1
Independent
Variable(s)

E7

Interaction Effect
Model

E8

Main Effect Model

E9

Interaction Effect
Model

10th grade
intensity
Non-English
# of siblings
Family SES
10th grade
intensity
Non-English
# of siblings
Family SES
10th grade
intensity
Non-English
# of siblings
Family SES

10th /12th grade
Educational
Expectations

Urbanicity
Latino population
School SES

Female

10th/12th grade Ed expect *
female

10th /12th grade
Belong

Urbanicity
Latino population
School SES

Female

----

10th /12th grade
Belong

Urbanicity
Latino population
School SES

Female

10th /12th grade Belong* female

Note: Significant terms for each model are in bold.
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OA Consistency
Model

Model Type

F1

Unconditional
Model

F2

Main Effect Model

F3

Interaction Effect
Model

F4

Main Effect Model

F5

Interaction Effect
Model

F6

Main Effect Model

F7

Interaction Effect
Model

F8

Main Effect Model

F9

Interaction Effect
Model

Covariate(s)

Level-1
Independent
Variable(s)

Level-2 Control
Variables

----

----

----

Non-English
# of siblings
Family SES
Non-English
# of siblings
Family SES
Non-English
# of siblings
Family SES
Non-English
# of siblings
Family SES
Non-English
# of siblings
Family SES
Non-English
# of siblings
Family SES
Non-English
# of siblings
Family SES
Non-English
# of siblings
Family SES

10th /12th grade
SW (+)

Urbanicity
Latino population
School SES
Urbanicity
Latino population
School SES
Urbanicity
Latino population
School SES
Urbanicity
Latino population
School SES
Urbanicity
Latino population
School SES
Urbanicity
Latino population
School SES
Urbanicity
Latino population
School SES
Urbanicity
Latino population
School SES

10th /12th grade
SW
10th /12th grade
Locus
10th /12th grade
Locus
10th /12th grade
Educational
expectations
10th /12th grade
Educational
expectations
10th /12th grade
Belong
10th /12th grade
Belong

Moderator(s)

Interaction(s)

----

----

Female

----

Female

10th /12th grade SW* female

Female

----

Female

10th /12th grade Locus*
female

Female

----

Female

10th/12th grade Ed expect *
female

Female

----

Female

10th /12th grade Belong*
female

Note: Significant terms for each model are in bold.
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APPENDIX B
UNCONDITIONAL MODEL RESULTS TABLES
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Results from Unconditional Models Predicting 12th grade Well-Being, with Robust Standard Errors

Fixed Effect
Average school mean, !00
Random Effect
School mean, uoj
Level-1 effect, rij
Fixed Effect
Average school mean, !00
Random Effect
School mean, uoj
Level-1 effect, rij

Fixed Effect
Average school mean, !00
Random Effect
School mean, uoj
Level-1 effect, rij
Fixed Effect
Average school mean, !00
Random Effect
School mean, uoj
Level-1 effect, rij

Self-Perceptions
Self-Worth
Coefficient
3.22
Variance
Component
df
0.0002
117
0.23
Locus of Control
Coefficient
3.06
Variance
Component
df
0.0009
117
0.25
Academic Perceptions
Educational Expectations
Coefficient
5.62
Variance
Component
df
0.11
117
2.15
School Belonging
Coefficient
2.40
Variance
Component
df
0.005
117
0.09

100

se
0.02
"#
104.27

p Value
>.500

se
0.03
"#
124.74

p Value
>.05

se
0.07
"#
149.50

p Value
<.05

se
0.02
"#
149.70

p Value
<.05

Results from Unconditional Models Predicting 12th grade OA Involvement, with Robust Standard Errors
12th grade OA Intensity
Fixed Effect
Average school mean, !00
Random Effect
School mean, uoj
Level-1 effect, rij

Coefficient
0.11
Variance
Component
0.19
4.72

df
117

se
0.11
"#
138.80

p Value
>.05

OA Consistency
Fixed Effect
Average school mean, !00
Random Effect
School mean, uoj

Coefficient
0.95
Variance
Component
0.41

df
117

se
0.13
"#
160.12

p Value
<.01
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